e Wal SR fo E 
r Vol. VME 1962 | No: I 


*. E "nem E 


The: INTERNAT JONAL 1 REVIEW OF EDUCATION, edited on 


behalf of the Unesco Institute for Education, Hamburg, under theifirection 
of an independent international Board of Editors (see cover page), has as 
its purpose the publication of scholarly articles, communications, reports 


and reviews on all questions of education and related fields as far as they 


are of international interest: 
set 


Die INTERNATIONALE ZEITSCHRIFT FUR ERZIEHUNGS- 


WISSENSCHAFT, die im Unesco-Institut für Pädagogik in Hamburg 


von einem unabhängigen internationalen Kollegium (siehe Umschlag- 


seite) herausgegeben’ wird, stellt sich zur Aufgabe die Veröffentlichung 


wissenschaftlicher Arbeiten und kürzerer Artikel, von Berichten und i 
Kritiken. über padägogische Fragen von internationalem Interesse. Der 


Themenkreis erstreckt sich auf das gesamte Gebiet der Erziehungswissen- 
schaft e ihrer Hilfs- und Grenzwissenschaften. 


La REVUE INTERNATIONALE DE PÉDAGOGIE, dirigée au nom 
de I’ Institut de l hes pour l'Education de Hambourg par un Comité 
international indépendant (voir couverture), a pour fonction d'éditer des 
articles, communications, rapports et analyses de caractére scientifique 
sur toutes les questions pédagogiques d'intérét international. 


X 


Managing Editor: Executive Editor: 
. Prof. Dr. G. HAUSMANN Dr. H. H. STERN 


À 


Editorial Consultants — Unter Mitwirkung von — Conseillers de Rédaction 


_ Mr. George Parkyn, (New Zealand), Prof. Calò (Firenze, Italia), Prof. Dobinson (Reading, 
England), Prof. Dottrens (Genève, Suisse), Prof. Hoz (Madrid, España), Prof. Jeffreys E 
(Birmingham, England), Prof. Kabir (New Delhi, India), Prof. Meister (Wien, Österreich), , 


Prof. Morito (Hiroshima, Japan), Dr. Mulia (Djakarta, Indonesia), Prof. Paplauskas-Ramunas 


. (Ottawa, Canada), Prof. Santos (Lisboa, Portugal), Prof. Schonell (Brisbane, Australia). 


KARL W. BIGELOW, NEW YORK | ROGER GAL, PARIS | G. HAUSMANN, HAMBURG 
E e 


x D 2445. 
M. J. LANGEVELD, UTRECHT | WALTHER MERCK, HAMBURG | FRIEDRICH SCHNEIDER, MÜNCHEN 


Nd ? 


INTERNATIONAL REVIEW 
OF EDUCATION 


ei 


* ko 


INTERNATIONALE ZEITSCHRIFT j 
FÜR ERZIEHUNGSWISSENSCHAFT 


* ck * 


REVUE INTERNATIONALE 
DE PÉDAGOGIE 


DN 


“Vol. 2 
1967 


MARTINUS NIJHOFF/'S-GRAVENHAGE 


CONTENTS — INHALT — TABLE DES MATIERES 


EIGHTH YEAR - ACHTER JAHRGANG — 
HUITIEME ANNÉE 


: wt 

Principal articles - Hauptartikel — Articles principaux SH 
BECKER, HeLLMUT (Kressbronn), Gegenwartsprobleme der Er- 

wachsenenbildung in der Bundesrepublik Deutschland. . . - - 158 
Bounsack, Fritz (Marburg), Walther Merck 70 Jahre... - . : 129 
DowwixG, J. A. (London), Early Problem-solving, Learning to 

Read and the Development of Intelligence. . a - >: : : 7 318 
Durra, S. C. (New Delhi), New Trends and Practices in Adult 

Pancationin India. sets ee met 4001 oe N 151 
FUENTEALBA HERNANDEZ, LEONARDO (Chili), Le concept d'éduca- 

tion comparées.. =i empiece re on tm as ust 363 
Gat, Rocer (Paris), L'Institut de l'Unesco pour l'Education à 

Hambourg. Dix ans d'activité . cent 1 
The Contribution of the I.L.O. to Workers’ Education . . - - : 140 
ISAMBERT, A. (Paris), Tendances actuelles de l'éducation des pa- 

rents en France . . + . - DN MMC A 175 
Iro, Rvoj1 (Tokyo), Educational Research in Japan. . : + += : 191 
JavasurivA, J. E. (Peradeniya, Ceylon), Current Educational 4 

Trends and Controversies in Ceylon. .-- + + + + : : : : : 292 
KAZAMIAS, ANDREAS M. (Chicago), History, Science and Compara- 

tive Education: A Study in Methodology ee 383 
Kinany, A. Ku. (Paris), Problémes d’éducation dans le monde 

UN RR a REN ee TUI 276 
Kıng, Epmunp J. (London), Universities in Evolution. . + + : : 399 


LANDSHEERE, GILBERT L. DE (Liège), L'éducation et la formation 
du personnel enseignant dans un pays en plein développement: ` — 
Ta jamatque. «c» EE E 41 


Morris, SIDNEY (Birmingham), Hierarchy in English Education . 356 
Narto, TAKASABURO (Tokyo), Recent Trends and Problems of 


Elementary and Secondary Education in Japan. - 311 
Nasu, Paur (Montreal), Historical Versus Geographical Factors ima 

Canadian Education... tiie ee Veer Ee 13 
Nystrom, J. W. (Beirut), The Philosophy of Educational Theory 

and Practice 2 2. were conetur dS Ds a A Ee oe Meet LER 200 
OJEMANN, RALPH H. (Iowa City), The Significance of Education in 

Human Behavior for the Social Development of Children. . : 61 


OKON, WINCENTY Varsaw), Trends and Problems in Educational 
Research in Poland EE 302 


PascHEN, KoNRAD (Hamburg), Die Hague Situation der Leibes- 
erziehung in Deutschland . . . . . . COME. 


PLANCHARD, EMILE San rp L'état dt de enseignement au 
Portugal. . . . . + 

RAHMAN, A. F. M. K. (Bangkok, Educational Developments i in 
Asia h 


Rickman, H P. (London) Dilthey, da the Philosophy of Edu- 
cation . 


ROBINSON, PT (erusalem), Modern Mathematics Na the 
Secondary Schools SÉIER i 3 
SCHMIDT, W. H. O. (Pietermaritzburg), Cubic rer Method i in 
the Academic High School: Some Fundamental Considerations 


SKOVMAND, ROAR Kee Johanne tie? and Danish 
Adult Education . $ ` 


STYLER, W. E. (Hull), Recent Adult Education i in Great Britain . 


Communications — Berichte - Communications 


ANWEILER, OSKAR, eer des Bildungswesens in der Sowjet- 
union im Spiegel der Zeitschrift ‘‘Sovetskaja Pedagogika” . . . . . . . 


ARASTEH, Reza, The Education of Iranian Leaders in Europe and America 
Barnes, DoNALD L., A Summary of Recent Changes in American Education 
CHATTERJEE, MARGARET, The Teaching of Philosophy in India... . . . 
Epping, FRIEDRICH, The Economics of Educational Planning. . . . . . . 
FOURESTIER, Max, Les expériences scolaires de Vanves . . . . . . . . . 
Grossman, BETTY, An Art Museum Interprets... . . . . . . . . . . 
HEAFFORD, Dom E., Impressions of Science Teaching in Pakistan. . . . 
HoLmes, BRIAN, Comparative Education Society in Europe. . . . . . . 
LANGEVELD, M. J., Some Questions on the In-service Training of Teachers . 


LawGová, EMILIE and Anna Sršížová, The Organization of Educational 
Research in the Czechoslovak Socialist Republic EN IH <a 


MAGIERSKA, B., Revue des revues pédagogiques de langue française . . . . 
MAGIERSKA, B., Revue des revues pédagogiques de langue francaise. . . . 
OPATA, RUDOLF, Die Ganztagsschule in der CSSR . . . . . . . . . . . . 
Orata, PEDRO T., Teaching Science as a Way of Life. . . . . . . . . . 


ROoUCEK, JoSEPH S., Some Educational Problems of Children from Immi- 
grant, Refugee and Migrant Families in U.S.A. . . . . . . . . . . . . 


SCHENK-DANZINGER, LOTTE, Die Shulpsychologie in Österreich . . . . . . 


SCHNEIDER, FRIEDRICH, Kurze Geschichte der Internationalen Zeitschrift 
für Erzjiehungswissenschaftr 221, u ee Be MAI 


Conferences — Kongresse — Congrés 


Auerhan, Jan, International Seminar on Progress in Science and Technology 
and Adult Education, Prague, June 1962 . . . . . . . . . . . . .. 


Blat Gimeno, José, La IV Reunión del Comité Consultivo del Proyecto 
Principal de Educación de la Unesco Para América Latina. . . . . . . 


Carroll, John B., The Ninth International Congress of Linguists, Cambridge, 
Mass.; August 27-91, 1962 ar s e v0 sue role ee ann ER 
Cuffie, Daphne, Education for International Understanding. Report on an 
International Seminar held at Prague, July 1962. . . . . . 2.2... 
Dutt, Beulah, Overall Educational Planning in Asia: À Regional Symposium 


Gamarra, Antonio de, Diez Años para resolver los Problemas Educativos de 
América Latina, Santiago de Chile, 5 al 19 de marzo 1962. . . . . . . . 


Hopkins, Philip, The Training of Pedagogical Staff for Adult Education. A 
conference organized by the European Bureau of Adult Education, Brus- 
sels and Bergen (Holland), December 1961 . . . . . . . . . . . . . . 


Juhasz, Ferenc, Die Fórderung schópferischer Ausdrucksfáhigkeit und kri- 
tischen Urteilsvermógens in der Schule, Unesco Institut für Pádagogik, 
Hamburg, Januar 1962 . . . . . PEERS MIEL ans 


Krogh, Torben, Seminar on “Education for International Understanding — 
The Role of the Teacher Training Institution" held at Viggbyholm 


Boarding School (near Stockholm), Sweden, 16th to 29th July 1961 . . . 


Lebek, Erwin, Der philosophische Unterricht, Internationaler KongreB, 
Mailand, Novembet:1961./:, Ee ee vecti mov SITES S S RSS 


Paschen, Konrad, Internationaler Kongreß für zeitgemäße Leibeserziehung, 
Rotterdam, 2-9. April 19621; < 29, nel a a ne o US RIS 


Pech, Vilem, Internationale Konferenz über Schulbuchverbesserung . . . . 


Pietrowicz, Bernhard und Hans Kirchhoff, Leseschwierigkeiten, XIV. Inter- 
nationaler Kongreß für angewandte Psychologie, Kopenhagen, August 
1961. ele dee Re NE PNR Le 


Ramirez Väzquez, Pedro, Octava Reuniön de la Comisiön de Contrucciones 
Escolares de la Union Internacional de Arquitectos México. . . . . . - 


Schneider, Friedrich, Die Stadt Wien und die Aufeans der europäischen Er- 
ziehung. Zu den Wiener Europäischen Gesprächen 1956-1961 . . . . . 


Schütt, Hermann, Neuere Entwicklungen im Unterricht der lebenden Fremd- 
sprachen, 2. Seminar des Europarates in London, 12-23. März 1962 


Book Reviews — Buchbesprechungen — Analyses bibliographiques 


ANWEILER, Oskar und MEYER, Kraus, Die Sowjetische Bildungspolitik seit 


2077 (Frederic Lige) 59195. 1 e SET er Ee E EE 
Burvey, E., DANCE, E. H., PUTTEMANS, A., Eine Europäische Geschichte? 
(4 History of Europe?) (James L. Henderson) . . . . . . . . . . . . 
CREMIN, LAWRENCE A., The Transformation of the School. Progressivism in 
American Education 1876-1957 (Renzo Titone) . . . . . . . . . . . 
Von Cuse, FELIX, Allgemeinbildung oder produktive Einseitigkeit (Ignacy 
Szaniawslt) elei uer tee EE RER DTE 
DANCE, E. H., History the Betrayer. A study of bias (James L. Henderson) . . 
Demand and Supply for Graduates from Secondary Schools and Universities 
= Japan (John: Valzey).«- aie as seien sens EE E 
Deutsches Institut für Bildung und Wissen, Schule und pluralitische Gesell- 
schaft (James.L. Henderson) ... ... . . , ste 0e ne ernennen 
Drey-Fucus, CHRISTEL, Der Fuchs-Rorschach-Test (FU-RO-TEST). Einfüh- 
rung in die Technik des Versuchs (Barbara Magierska) . . . . . . . . . 


106 


476 
249 
473 


486 
249 


477 


Education in Japan. Graphic Presentation (John Vaizey) . . . . . . . . . 
Education in 1960 — Japan (John Vaizey) . . +--+ + ++ ee ee tr ne 


ELLWEIN, T., FiNGERLE, A., Vernunft und Glaube. Ein Gesprách über die 
politische Erziehung in der Schule (James L. Henderson)... . : . =». 


FosHAY, ARTHUR W., THORNDIKE, ROBERT L., Horvar, FERNAND, PID- 
GEON, DouGLas A. and WALKER, Davip W., Educational Achievements of 
Thirteen-Year-Olds in Twelve Countries (G. W. Parkyn) . . . . . . . . 


FROESE, LEONHARD (Herausg.) in Verb. mit Haas, RUDOLF und ANWEILER, 
Oskar, Bildungswettlauf Zwischen West und Ost (William W. Brickmann) 


Furneaux, W. D., The Chosen Few (Mary Ewen Ulich)... . . . . . . 
Garcfa Hoz, Victor, Principios de Pedagogía Sistemática (M. J. Langeveld) 


GENTILE, GIOVANNI (transl. by H. S. Harris) Genesis and Structure of 
Society (H. P. Rickman) . . . . o soe «een + + t t t + + n 


Hatsey, A. H., FLouD, JEAN and ANDERSON, C. ARNOLD (Editors), Edu- 
cation, Economy, and Society (Kenneth Ottaway) . . . s . . . . . . . 


Harris, H. S., The Social Philosophy of Giovanni Gentile (H. P. Rickman) 


HEIKKINEN, VÄınö, A Study in the Learning Process in the School Class En- 
vironment (P. M. van Hiele) . . . e o . t tn nt n n 


HEIKKINEN, VÄınö, Comments on the Development of Teachers-in-Training 
(E.M. van Hiele) . «4 «e 1 0 + + he ee i xem « 


HEMMING, JAMES, Problems of Adolescent Girls (H. Thomae) . . . . . . . 


Hurts, A., KLEIN, A., SCHULTZE, W., SEITZER, O., WENIGER, E., WENKE, 
H., WILHELM, T., Politische Bildung und Erziehung im Rahmen der Volks- 
schule und der Volksschullehrerbildung (James L. Henderson) . . . . . . 


Japanese National Commission for Unesco: Japan, its Land, People and Culture 
(Werner Levi) . ....... 4e see + + nn. 


KIRCHHOFF, H. und Prerrowicz, B. (Ed.), Kontaktgestörte Kinder in Schule 
und Heim. (M. L. Kellmer Pringle) . . . . . . . . . . . . . . . . . 


LANGEVELD, M. J., Die Schule als Weg des Kindes, Versuch einer Anthropologie 
der Schule (G. de Landsheere) . . . . . . . . . . . . . . . . . . . 


Litt, THEoDoR, Berufsbildung, Fachbildung, Menschenbildung (James L. 
IBLENdELBON dress ne e Cop ware stent EE 


Litt, THEODOR, Die politische Selbsterziehung des deutschen Menschen (James 
ae eu! A eal ee ee 


Meaning in History. W. Dilthey's Thoughts on History and Society, ed. and 
intr. by H. P. Rickmann (Otto Friedrich Bollnow) . . . . . . . . . . . 


Modern Languages in the Universities - A Guide to Courses of Study in Five 
European Languages at Universities in the United Kingdom (Rudolf Haas) 


Möglichkeiten und Grenzen der Politischen Bildung in der Höheren Schule 
(James L; Henderson). . Au S Le e eem rrt 


MURPHY, GARDNER, Freeing Intelligence Through Teaching — A Dialectic of 
the Rational and the Personal (Ben Morris)...» . . . . . . . . . . 


National Surveys of Educational Expenditures — Japan (John Vaizey) . . . 
National Surveys of Scholastic Achievement — Japan (John Vaizey) . . . . - 


Newe, HEINRICH, Der politische und demokratische Bildungsauftrag der Schule 
(James L. Henderson). . . . - . . . . . . . . . . « . . . n n 


New Thinking in School Chemistry (John Bradley). . . . . . . . . . . . 


OLLERENSHAW, KATHLEEN, Education for Girls (M. J. Langeveld). . . . . 
Pedagogiceskij slovar’ v duuch tomach (Oskar Anweiler) . . . . . . . . . . 


Politische Bildung in der Berufsschule (James L. Henderson). . . . . . . . 248 


Politische Bildung in der Höheren Schule (James L. Henderson, . . . . . . 248 
Roczniki Dydaktyczne, pod redakcją Jözefa Pietera i Mariana Janisza, (B. 
Magierska): U. 2.00 ian ale eh o laum S CEDE TE Well wap la EREM 480 
Runes, DAGOBERT D., Letters to My Teacher (Ben Morris). are 485 
Runes, DAGOBERT D., The Art of Thinking (Ben Morris)...» 2.2... 485 


SCHNEIDER, FRIEDRICH, Vergleichende Erziehungswissenschaft (I. L. Kandel) 115 


SCHULZ, GUNTER, Der Streit um Montessori. Kritische Nachforschungen zum 
Werk einer katholischen Pádagogin von Weltruf (Helena W. F. Stellwag) . 251 


SEIDMANN, PETER, Der Weg der Tiefenpsychologie in geistesgeschichtlicher 


PDarsbehtyue (HH: Stern) LE NE DNE NETTE 497 
SJÖSTEDT, C. E. & SjósrRAND, W., Skola och undervisning i Sverige och 
andra länder. En jämfrände översikt (M. J. Langeveld). . . . . . . : . 495 
SPRANGER, EDUARD, Gedanken zur staatsbürgerlichen Erziehung (James L. 
Henderson). eh Dad ROUES lel ah py Yes GENE ie ro re TS Oor he TREE ENDE 248 
STOLUROW, L. M., Teaching by Machine (Gilbert de Landsheere) . . . . . . 120 
TANNER, J. M., Education and Physical Growth. Implications of the Study of 
Children’s Growth for Educational Theory and Practice (W. Lenz) . . . . . 491 
THORNDIKE, R. L., and HAGEN, E., Measurement and Evaluation in Psychology 
and Education (S. Wiegersma) s 12 v ie e e e 0. a e RES 497 
Unesco/BiE, Organization of Pre-Primary Education. A Comparative Study 
(JOBE Cags)^v/ INTENSE ERAN MEN E le] lo n SRI 117 
VAHERVUO, Torvo, Pupils’ Arithmetical Ability: Differences due to the Teacher 
(PM vancHiele) 5:9. DOLOS EN Maya Ua nn e EE 124 
VAIZEY, Jonn, The Economics of Education (Friedrich Edding) . . . . . . 471 
WasHTON, NATHAN S., Science Teaching in the Secondary School (Josip 
Lukatela) j.p ene i» SE Ee m rr dde EUR aie E PEE E 494 


WEINSTOCK, HEINRICH, Die politische Verantwortung der Erziehung in der 
demokratischen Massengesellschaft des technischen Zeitalters (James L. 


EL ORG OES) p ici delis Ced rede eer eau 248 
WEYMAR, Ernst, Das deutsche Selbstverständnis (James L. Henderson). . . 248 
WisEMAN, STEPHEN (Ed.), Examinations amd English Education (Walter 

Iiic ES ceci VAT Ru LM e ee c Es 481 
DE Wirt, NicHoLas, Education and Professional Employment in the USSR, 

(Oskar 'Anwélér) v. en Sree E E om ME» fat e ELE 475 
Youth Education in a Changing Society (John Vaizey) . . . . . . . . . . 477 


Publications Received — Neuerscheinungen — Publications Récentes 499 


Notes on Contributors — Die Autoren — Index des Collaborateurs . . 
127, 255, 509 


L'INSTITUT DE L'UNESCO POUR L'EDUCATION 
A HAMBOURG 


Dix ans d'activité * 
par ROGER GAL, Paris 


Une création originale dans le travail international four l'éducation 

La création de l'Institut de l'Unesco pour l'Education de Hambourg 
en 1951 a été certainement l'une des créations les plus prometteuses pour 
l'avenir et les plus fécondes dans l'immédiat parmi celles que la grande 
institution pour l'avancement de la science, de l'éducation et de la culture, 
a créées dans le monde, au sortir de la dernière guerre. L'une des plus ori- 
ginales aussi, des plus pratiques, diffusant le plus utilement les grands 
principes de coopération et de compréhension, non seulement sur le plan | 
des idées mais aussi sur le plan d'un travail en commun, objectif, trés 
proche des utilisateurs et prenant appui sur leur travail-méme dans leur 
propre pays. 

Car on sait la difficulté qu'éprouvent encore les institutions interna- 
tionales à diffuser dans la masse et à faire entrer dans les pratiques natio- 
nales la quantité d'idéaux et de suggestions concrétes qu'elles brassent. 
Certes, il faudra que l'habitude des échanges, des rencontres, sur le plan 
international passe peu à peu dans les moeurs et crée petit à petit les 
formes qui leur permettront de passer dans la réalité. Aucun changement 
de cette importance ne se fait en un jour, ni en dix ans, ni en cinquante. 
Mais il est bien évident que travailler en vase-clos, isolément, sans pro- 
fiter de l'expérience des autres, dans une perspective individualiste — 
puisque les nations sont des individualités qui peuvent étre aussi fermées 
ou aussi ouvertes que les individualités humaines — c'est aujourd’hui pour 
les éducateurs comme pour les autres spécialistes de la science ou de la 
technique, une absurdité. Or, si dans le domaine de la science et de la 
technique, les recherches et les découvertes tendent spontanément a se 
propager, à se répandre, à profiter à tous, il n'en va pas de méme dans le 
domaine de la pédagogie et de l'éducation. Serait-ce parce que l'éducation 
touche de plus prés à la spécificité des cultures, des traits nationaux, des 
égocentrismes mentaux? Ou parce que les éducateurs, de par leur for- 
mation, l'influence profonde de leurs traditions et de leurs milieux, dé- 
pendent davantage de ces liens viscéraux, de cette hérédité sociale qui 

* L'Institut de l'Unesco pour l'Education, siège de la Revue Internationale de 
Pédagogie, ouvrit ses portes le 15 mai 1952. L'article a été écrit à l'occasion de son 
dixiéme anniversaire par un auteur qui est membre du Conseil de Surveillance de 


l'Institut depuis sa fondation et, en méme temps, du Comité Directeur de la Revue 
depuis sa renaissance en 1954. 
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nous enveloppe dés la naissance, que nous absorbons avec le lait maternel 
le langage, les usages, les coutumes, les livres? Quoi qu'il en soit de 
causes de ce phénomène lourd de conséquences et de difficultés pour la 
compréhension internationale, il est évident qu'il faut en tenir compte 
dans l'action internationale et ne pas étre trop facilement optimiste. 
n'en reste pas moins que l'éducation pourrait être, si elle le voulait, l'in 
strument d'ouverture au monde, à l'humain, et à l'humanité, le plus 
puissant, si on le lui demandait. 

C'est pourquoi, l'Institut de l'Unesco à Hambourg, travaillant da 
une sphére relativement réduite, appelant à collaborer à son travail de 
hommes directement attelés à des tâches réelles, pour travailler avec 
d'autres sur leurs propres problèmes, se trouve placé sur un plan d'effi- 
cacité et de réalisme. 4 

Il y avait place, et il y a place, en tous cas, entre les grandes réunion 
de personnalités officielles, de théoriciens ou de savants, et les rencontres 
individuelles profitables aux seuls individus, pour un travail d'échanges 
et de recherches en commun de spécialistes ou d'experts directement 
responsables dans leurs propres pays. C'est ce que l'Institut a essayé de 
réaliser dans sa sphère, auprès de l'Unesco et en liaison étroite de plus en 
plus avec ses objectifs mêmes, Et c'était ce que lui prescrivaient ses 
propres statuts: “être le centre de contacts entre éducateurs de pays 
différents et leur permettre de comparer et d'échanger en dehors de tout 
préjugé de nationalité, de race, ou de culture, leurs connaissances et leurs 
expériences dans les divers domaines de la pédagogie." 

Raconter l'histoire de ces dix ans d'activité de l'Institut de l'Unesco 
de Hambourg, c'est donc raconter l'histoire des efforts entrepris pout 
triompher des isolements, des barrières, des ignorances ou des préjugés. 
qui empéchent de faire de l'éducation une oeuvre en commun à travers 
les frontières, de faire profiter tous les éducateurs et tous les chercheurs ; 
des résultats et de l'expérience obtenus par ceux qui dans le monde tra 
vaillent à la méme tâche. Et c'est du méme coup offrir à la compréhen 
sion mutuelle l'occasion de s'exercer le plus efficacement possible. Peut- 
être est-ce en travaillant sur des thèmes communs, sur des problèmes 
identiques que s'exercent le mieux cette pénétration des esprits et cette” 
compréhension si désirables. Et par là, l'Institut de Hambourg correspond 
doublement à l'idéal que l'Unesco veut promouvoir. A côté d'elle et d'in 
stitutions comme le Bureau International d'Education de Genève, qu! 
a montré le chemin après la lére guerre mondiale, il y avait place pouf 
une action plus modeste mais non moins efficace. 
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Création et vicissitudes de l'organisation 

C'est sous la direction de Jaime Torrés Bodet que fut établie en 1951 
la fondation portant le nom d'Institut de l'Unesco pour l'Education, qui 
aprés bien des démarches vit son siége fixé dans la ville hanséatique de 
Hambourg. 

Les premières intentions étaient nettement pacifistes. Au sortir de la 
guerre et du nazisme, il s'agissait selon les statuts: 

a) d'établir én Allemagne un centre de contact entre les éducateurs 
allemands et les éducateurs de différents pays, et de leur permettre aussi 
de comparer et d'échanger, sans préjugés de nationalité, de race ou de 
culture, leurs connaissances et leurs expériences dans les divers domaines 
de la pédagogie; 

b) d'entreprendre des recherches concernant les principes et les objec- 
tifs fondamentaux de l'éducation et d'examiner les méthodes pédago- 
giques les plus efficaces en utilisant en particulier les méthodes scienti- 
fiques modernes de la psychologie, de la pédagogie comparée, de la socio- 
logie, etc ... 

c) de participer à l'action entreprise par l'Unesco en vue d'obtenir le 
soutien entier des éducateurs dans sa campagne pour le maintien de la. 
paix, et dans la mise en oeuvre de son programme d'éducation pour la 
compréhension internationale. 

Avec l'évolution des événements, on jugea bon d'étendre la portée 
méme de ce travail, primitivement centré sur l'Allemagne, et à faire de 
l'Institut simplement ce centre d'échanges et de compréhension dont 
nous avons parlé plus haut. , 

Organisme autonome, l'Institut est dirigé par un Conseil de Surveil- 
lance qui comprend 13 membres de nationalités diverses, nommés par le 
Directeur Général de l'Unesco auxquels s'adjoint son représentant. Ce 
Conseil a la charge d'arréter et de contrôler le programme de l’Institut, 
de nommer le Directeur et d'approuver le budget. Il a compris des per- 
sonnalités originaires de pays aussi divers que les U.S.A., le Canada, 
l'Argentine, la Grande-Bretagne, la France, le Danemark, la Norvège, 
l'U.R.S.S., la Suisse, l'Italie, et je ne parle pas de la réprésentation alle- 
mande qui fut toujours active, compréhensive et efficace. Il comprit 
méme au début la grande éducatrice italienne, Maria Montessori. Le 
Président du Conseil de Surveillance est élu par ses collégues: ce fut le 
distingué et regretté professeur Novrup qui assuma cette fonction et s'y 
donna jusqu'à la limite de ses forces en 1960 où il fut remplacé par Mme 
Mosolt. ` 

Le Conseil de Surveillance élit parmi ses membres un Comité de 4 
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membres qui le représente dans l'intervalle de ses sessions auprès du 
Directeur de l'Institut et de son personnel. 

Quant à l’Institut lui-même, il comprend un Directeur élu par le Con: 
seil, un Directeur adjoint, et quelques assistants de nationalités et de 
langues diverses, choisis selon les exigences du programme de travail 
établi pour chaque période. 

C'est ce trés modeste staff qui dirige et anime tout le travail, installé 
avec son personnel technique dans la maison agréable que la ville de 
Hambourg a mise à sa disposition dans une situation favorable près de 
l'Université et dont elle paye l'entretien et les services. í 

Les Directeurs successifs ont apporté chacun leurs qualités propres et 
leur marque personnelle à la vie de l'Institut. C'est le professeur Walther 
Merck, de l'Université de Hambourg, qui l'installa avec sa sagesse diplo- 
matique et sa compétence d'expert de l'éducation comparée. M. Lange- 
land, Norvégien, lui succèda en 1955 et y mena une action aussi discrètes 
dans ses formes qu'efficace dans son fonds. Le Professeur Wenke de Ham- 
bourg ne put y rester qu'un temps court en 1958 et 1959 quand il dut 
quitter sa fonction à cause d'une maladie. Pour quelques mois le Français. 
M. Hennion s'acquitta fort bien de sa tâche de Directeur intérimaires 
C'est depuis 1960 que la dynamique impulsion du Dr Robinsohn, origi 
naire d'Israël, lui succèda dans la fonction de Directeur. Autant de pers 
sonnalités différentes et dont la diversité même apporta la variété néces- 
saire dans l’unité et la continuité. 

Financées d'abord par les contributions de quelques pays et de l’ Unesco, 
les activitéswde l'Institut sont actuellement supportées essentiellement 
par l’Unesco et aussi par la République Fédérale d'Allemagne, ainsi que) 
par la ville de Hambourg. Des ressources provenant de contrats particu- 
liers avec d'autres organismes ou associations peuvent s'y ajouter. AU 

moment ow des institutions indépendantes et vraiment internationales y 
ont tant de peine à exister, il convient de souligner cette réussite dans) 
l'organisation, avant de passer à l'examen du travail qui y a été fait. 


Les rencontres internationales 

C'est le premier et peut-étre l'essentiel travail de l'Institut que dap 
peler des experts, des responsables directs de l'activité pédagogique dani 
divers pays, ne représentant qu'eux-mémes, à coopérer dans un travall 
d'échanges, d'examen sincère de leurs problèmes et de leurs rechercl 
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de l'Institut. On évite ainsi l'éternelle redite des mêmes généralités trop 
souvent reprises et aussi souvent abandonnées à leur généralité théorique. 
Pendant 8 jours, ces experts confrontent leurs expériences vécues, leurs 
hypothèses, leurs résultats, leurs difficultés, leurs échecs. Un rapport 
rassemblant le meilleur de leurs échanges de vues est ensuite distribué 
aux organismes, instituts, associations, revues qui peuvent y étre intéres- 
ses. Parfois, un ouvrage peut être rédigé par un collaborateur de l'Institut 
ou par l'un des participants des stages. On en trouvera la liste dans l'in- 
dex qui fait suite à cet article. , 

C'est ainsi que chaque année de 5 à 7 rencontres internationales sont 
organisées sur des thémes divers, mais liés entre eux et complémentaires, 
ou reliés aux programmes de l'Unesco. Quels ont été les plus importants 
de ces thémes? 

Au début, et conformément aux premieres directions du Conseil de 
l'Institut, l'éducation des adultes a occupé une place prépondérante, fort 
justifiée par le fait que l'extension de l'éducation à toute la vie humaine 
au delà de l’âge scolaire, est peut-être la novation la plus considérable 
dans le domaine de l'éducation en notre temps, et Ja plus prometteuse 
pour l'avenir de l'homme. 

C'est ainsi qu'un premier stage en 1952 étudia “La culture populaire 
comme moyen de développer et de fortifier le sens de la responsabilité 
sociale et politique" (1), tandis qu'un autre, entrepris en liaison avec le 
Conseil interuniversitaire de l'éducation des adultes et l'Université de 
Hambourg, posait le probléme du rôle de l'Université dans cette éducation 
permanente (3). L'étude de ce thème s’est d'ailleurs prolongé en 1954 par 
une rencontre sur '"L'apport des moyens audio-visuels à l'éducation des 
adultes", et plus tard par des recherches comparatives sur l'évolution des 
formes et des besoins de loisirs (21), ou sur l'éducation des parents qui peut 
étre considérée comme l'un de ses éléments importants (16). Un autre 
prolongement que nous verrons plus loin sur le plan des recherches per- 
mises par l'Institut sera l'enquéte internationale sur les loisirs entreprise 
en 1958 et qui donnera lieu à une rencontre en 1960 sur “le processus du 
perfectionnement des connaissances et de la formation personnelle chez 
l'adulte" (18). Cette étude doit aboutir à une confrontation de responsables 
de l'éducation des adultes et de maîtres chargés de l'éducation scolaire: 
tant il est vrai que les incidences de la préparation des jeunes à une utili- 
sation saine de leurs loisirs adultes devrait entrainer de profondes réformes 
dans le contenu comme dans les méthodes de l'enseignement à l’âge sco- 
laire. Je ne crois pas que cette confrontation ait jamais été entreprise 
internationalement, alors qu'elle devrait étre l'un des facteurs premiers 
de toute réforme de l'enseignement. 
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La réforme de l'enseignement, l'adaptation de son contenu à l'apport et 
aux besoins du monde moderne, à l'évolution des sciences, de la tech- 
nique, de l'art et aux besoins d'une société démocratique, avec ses pro- 
blémes annexes: orientation scolaire et professionnelle, formation des 
maîtres nouveaux, aides psychologiques, etc ... ce sont là des problèmes 
qui se posent certainement à tous les pays de l'univers, sous des formes 
sans doute différentes, mais avec le dénominateur commun imposé à tous 
les pays par l'évolution accélérée de la science et l'intrusion de la civili- 
sation technicienne et démocratique. Et c'est bien la méme question à 
laquelle doivent faire face aujourd'hui toutes les nations. Ce fut le thème 


choisi par l'Unesco. L'Institut de Hambourg y a consacré, plusieurs an- | 


nées durant, des stages complémentaires l'un de l'autre qui ont fait de 
cette étude un ensemble des plus riches et des plus complets. 

Une première rencontre en janvier 1956, sous la direction du Belge, 
M. Verniers, débrouilla l'ensemble des problèmes posés par “La réforme 
scolaire" (10). Puis d'autres stages furent consacrés à la réforme des pro- 
grammes des sciences physiques et naturelles (8), à l'introduction des scien- 
ces sociales au niveau préuniversitaire, puis au concept de “la formation 
générale" (11), si importante dans un monde où l'homme risque d’être 
victime de spécialisations étroites, enfin aux problèmes de “la différen- 
ciation”, c'est-à-dire de “la sélection et l'orientation" (12). A côté des scien- 
ces, l'étude des langues vivantes si nécessaire à notre temps et particu- 
liérement de leur utilité pour la compréhension internationale, la pratique 
d'une langue vivante au cycle élémentaire et celle de toutes les activités 
créatrices, artistiques ou formatrices de l'esprit critique, le probléme des 
classes terminales de l'enseignement obligatoire que l'on tend partout à 
prolonger et celui de la journée scolaire continue, ont été successivement 
traités. 

En méme temps, et dans d’autres stages, les problémes posés par les 
examens, l'évaluation des résultats scolaires (14), ou “la préparation des 
jeunes à l'entrée dans la vie de travail", comme ceux de la formation des 
maîtres primaires et secondaires (4, 13), le rôle des services psychologiques 
dans l'éducation (6), ont été soigneusement examinés. Le tout constitue 
une étude concentrique et assez complète de ce probléme essentiel à notre 
temps dont les conclusions ont d'ailleurs été souvent exploitées par 
d'autres réunions internationales, comme ce fut le cas pour le stage inter- 
national qui réunit à Sèvres en 1958 avec la collaboration de l'Unesco et 
de la Commission francaise, les représentants des enseignements secon- 
daires et techniques de tous les pays d'Europe. Des publications ronéo- 
typées ou imprimées en ont diffusé largement les conclusions. Mais ce 
qu'on ne peut pas dire en quelques mots, ce sont les contributions re- 
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marquables de certains des participants et surtout l'enrichissement 
qu'apporte la confrontation des vues d'hommes ou de femmes en situation 
active. Voir s'opposer la crainte de l'invasion technicienne chez les uns et 
la confiance chez les autres dans une culture à base scientifico-technique, 
ou encore le souci de sélection des doués et de renforcement du contenu 
culturel de l'éducation chez certains Américains en face de la volonté 
frangaise d'échapper aux défauts d'une sélection excessive et prématurée, 
pour aller vers une démocratisation plus grande de la culture, entendre 
les tenants de la comprehensive school ou de l'école unique suédoise face à 
face avec le séparatisme germanique, frangais ou britannique de l'école 
secondaire, moderne et technique, cela ne va pas sans une prise de con- 
science plus profonde par chacun, de ses vues et de leurs limites, ou du 
moins de leurs difficultés. 

Toutes ces rencontres constituent en fait des legons et des expériences 
d'éducation comparée. Et rien que de ce point de vue l'Institut de Ham- 
bourg joue un rôle essentiel. Il était donc normal qu'il consacre plusieurs 
stages à l'étude des fonctions et des méthodes del'éducation comparée (5). 
Et comme ceux-ci ont révélé des similitudes et des différences jusque 
dans ce domaine! 


La coordination de la recherche pédagogique 

L'Institut pouvait-il aller plus loin et tenter de faciliter les recherches 
internationales? On sait la difficulté d'une telle entreprise où les données 
nationales ne sont pas un mince obstacle. Et pourtant l’Institut l'a tentée 
sur le plan de l'éducation des loisirs, et de l'éducation des parents, et 
enfin de l'évaluation des résultats scolaires. Il y a plus ou moins réussi. 
Il a permis au cours de 6 ou 7 rencontres à des experts de 11 pays (Bel- 
gique, Danemark, Finlande, France, Israél, Italie, Pays-Bas, Pologne, 
République Fédérale Allemande, Suisse, et Yougoslavie) de mettre sur 
pied un dispositif permanent d'études des besoins et des pratiques dans 
le domaine de l'utilisation des loisirs. Diverses réunions se sont tenues à 
Annecy, Gauting, Meina-Stresa et Portoroz et un bulletin a servi de lien 
et d'instrument dans la planification et l'exécution de ces recherches 
paralléles. Une publication sur ces études comparatives (durée des loisirs, 
relations entre loisirs et travail, loisirs et famille, loisirs et société) a été 
rédigée (21). 

Les recherches sur l'éducation des parents ont peut-étre été moins 
fécondes, faute de continuité et de moyens (24). 

Une derniere recherche coordonnée entreprise sur une proposition 
américaine a été mise en chantier depuis 1960. Il s'agit par des tests de 
rendements de déterminer si des systèmes pédagogiques différents con- 
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duisent à des résultats quantitatifs ou qualitatifs susceptibles d'éclairer 
sur les diverses structures et methodes utilisées dans différents pays. Des 
institutions de recherches en Angleterre, Belgique, Ecosse, Finlande, 
France, Israél, Japon, Pays-Bas, Suéde et U.S.A. se sont associées dans 
cette audacieuse entreprise (23). Les premiers résultats ne manquent pas 
d'apporter de trés intéressantes constatations (22) !). Mais on devine le 
temps que demande la mise au point de pareilles épreuves. 


L'action directe de l’Institut 

Malgré le petit nombre de ses spécialistes, l'Institut ne pouvait man- 
quer de jouer un rôle direct de formation sur le plan local comme sur le 
plan international. Il a joué ce rôle non seulement par sa bibliothèques 
pour les maitres et les étudiants de la ville de Hambourg, par les cours 
ou groupes de travail qu'il a organisés sur les buts et méthodes de l'Unesco, 
par les contacts qu'il a toujours soins d'organiser entre les participants 
étrangers à ses stages et le public allemand. Mais il a organisé chaque 
année, par entente avec les Commissions nationales pour l'Unesco, des 
stages pédagogiques pour des éducateurs choisis parmi ceux qui, dans 
leur propre pays, jouent un róle de formation, sur le théme des buts et des 
méthodes de la compréhension internationale. Ce fut le cas d'abord à 
Sèvres en France en 1955, en 1956 pour la République Fédérale Alle- 
mande, en 1957 pour l'Italie, en 1958 en Norvége, en 1959 à Raach pour 
l'Autriche, en 1960 en Turquie, en 1961 en Suède, et en 1962 en Tche- 
coslovaquie. Un Bulletin entretient des liens ultérieurs entre tous les 
participants. Il est difficile d'évaluer les effets prolongés de cette for- 
mation, mais il est évident qu'elle se situe sur le chemin où le maximum 
d'efforts doit étre fait (20). 


La Revue Internationale de Pédagogie 


Dernier effort pour la diffusion la plus large de la pensée et de l'action 
internationales, et non le moindre, de la part de l'Institut de Hambourg, 
c'est le lancement d'une revue en trois langues, anglais, allemand et fran- 
çais. C'est en 1954 que l'Institut a confié à un comité et à un de ses mem- 
bres la publication de cette revue qui vise à informer sur tous les pro- 
blémes théoriques et pratiques de la pédagogie, de la psychologie, de la 
sociologie éducatives, de l'éducation familiale, scolaire et sociale, sur les 
recherches en cours, les grandes rencontres internationales, et générale- 
ment sur l'évolution des problémes éducatifs dans les divers pays du. 
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1) Un volume rédigé par FosxAy et d'autres, comprenant plusieurs études qui 
ont résulté de la recherche pilote (1959-1961) sur le rendement scolaire en douze 
pays, paraîtra prochainement. 
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monde. Elle s'efforce en outre de créer un réseau d'informateurs dans les 
divers pays et d'obtenir de personnalités compétentes qu'elles lui signal- - 
ent régulièrement les réalisations et les publications les plus importantes 
dans leur contrée. 

Il y a là un effort qui mérite d'étre aidé par toutes les personnes de 
bonne volonté. Car l'on sait la difficulté qu'éprouvent les chercheurs ou 
éducateurs isolés A étre informés de ce qui est essentiel dans des activités 
et des productions de plus en plus volumineuses et diverses. Organiser 
un réseau d'informateurs bien placés, dominant la production de leur ` 
propre pays, au courant de ce qui s'y fait et de ce qui pourrait étre va- 
lable ou intéressant pour d'autres pays, n'est ni une petite affaire, ni une 
entreprise facile. 

Paraissant tous les trois mois (1), concentrée parfois sur des thèmes spé- 
ciaux ou sur des thémes suivis de numéro en numéro (Orientation et 
sélection, L'enfant et la mathématique, ...)la Revuen'a certainement pas 
atteint tout le développement qu'elle mérite ni toute l'extension qu'elle 
voudrait. Il faut qu'elle devienne un instrument sélectif d'information et 
de travail pour tous les éducateurs, les chercheurs et les spécialistes qui 
ont rapport avec les problèmes éducatifs. Mais dès à présent, par son 
caractére comme par sa diffusion, la Revue est réellement universelle. 
Elle donne des articles aussi nombreux sur les problèmes européens de 
l'éducation (la comprehensive school anglaise, l'école suédoise, soviétique 
ou les réformes frangaises) que sur l'éducation aux Philippines, en Israél, 
en Afrique du Sud, en Australie, aux Indes ou en Egypte, ou sur "une 
éducation secondaire sans sélection" en Nouvelle Zélande. Elle produit 
des articles de sociologie comme des articles de psychologie (par exemple 
la valeur du jeu et sa signification pour l'enfant) ou encore des articles 
d'éducation vraiment comparée (par exemple “le róle et la valeur des 
'modéles' en éducation"). Les six personnalités qui la dirigent n'ont 
qu'une ambition: en faire vraiment l'instrument d'un travail d'équipe à 
travers les frontiéres. 


L'avenir de l’Institut 

Tel est le travail que l’Institut de Hambourg est arrivé à réaliser avec 
des moyens réduits, un personnel changeant, un avenir pas toujours aussi 
clair qu'on aurait pu le souhaiter. Il me semble, à la lumière d'une expé- 
rience que j'ai pu suivre depuis le début, que non seulement T'on devrait 
s'efforcer de fixer le statut d'un tel Institut pour qu'il puisse recruter 
d'une facon large et stable, mais aussi de promouvoir des initiatives ana- 
logues dans des zones différentes du monde. Car il y a là des possibilités 
de contacts, d'échanges et méme de recherches en commun que l'on trouve 
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difficilement ailleurs, lorsque manque une structure et une orientation 
proprement internationales. Il est vraisemblable, en tout cas, qu'il pré- 
figure une des Institutions nécessaires du monde de demain. 
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THE UNESCO INSTITUTE FOR EDUCATION AT HAMBURG 


Ten Years of Activity 
by RoGER Gar, Paris 


The Unesco Institute for Education at Hamburg, the home of this review, Was 
opened on the 15th May 1952. Roger Gal, the author of the article, has been a 
member of the Governing Board of the Institute from its foundation in 1951 and 
also a member of the Editorial Board of the Review from 1954. 

The Institute brings together for informal international exchange of ideas and 
common work active and experienced educationists from different parts of the 
world. It deals in a realistic manner with particular concrete issues which are ap- 
proached in the spirit of research and of a comparative education in action, thus 
counteracting narrowmindeness and parochialism to which national educational 
systems are particularly inclined. The Institute is, in the author's view, one of the 
most promising creations of Unesco. Considering its small staff and modest funds, 
it has been surprisingly effective in its action over the last ten years. 

It was originally founded in the post-war period as an international centre to help 
Germany overcome her intellectual isolation which resulted from the war period 
and National-Socialism. Gradually, however, its purposes widened, and the Insti- 
tute is today a centre concerned with international understanding, exchange of 
ideas and research in the field of education. The Institute is autonomous, has à 
Governing Board of 13 members of different nationalities, a director and his deputy, 
and a small international staff. Its projects have ranged from adult education, edu- 
cational reform, teacher training, examinations, comparative education, inter- 
national understanding to long-term research on scholastic attainments. It also 
carries out local work and holds international seminars for educationists and 
teachers in different countries. Finally, it takes care of this review which sets out 
to provide an independent forum for educators and research workers all over the 
world. 
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In M. Gal’s view, the Institute fulfils a function that no other institution in the 
world carries out in quite the same way, and he expresses the hope that its future 
will be assured because it has served successfully as a pilot experiment forshadowing 
Similar institutions in the international field which will be needed more and more 
in the modern world. 


DAS UNESCO-INSTITUT FÜR PÁDAGOGIK IN HAMBURG 
Zum zehnjáhrigen Bestehen 
von ROGER Gat, Paris 


Das Unesco-Institut für Pádagogik in Hamburg begann seine Tátigkeit am 15. 
Mai 1952. Roger Gal, der Verfasser dieses Artikels, gehórt dem Kuratorium des 
Instituts seit seiner Gründung im Jahre 1951 und dem Herausgeberkollegium der 
Zeitschrift seit dessen Gründung im Jahre 1954 an. 

Im Unesco-Institut treffen sich erfahrene Pádagogen aus aller Welt zu freiem 
internationalen Gedankenaustausch und gemeinsamer Arbeit. Das Institut befaßt 
Sich mit klar umrissenen Fragen, die es in realistischer Weise im Sinne wissenschaft- 
licher Forschung und vergleichender Pádagogik behandelt. Es ist damit bemüht, 
ethnozentrischen Tendenzen im Erziehungswesen entgegenzutreten. Nach Meinung 
des Verfassers ist das Institut eine besonders glückliche Gründung der Unesco. 
Trotz eines kleinen Mitarbeiterstabes und bescheidener Mittel hat es in seinem 
Aktionsbereich überraschend wirkungsvolle Arbeit geleistet. 

Ursprünglich war es als internationales Zentrum geplant, das dazu beitragen 
sollte, Deutschland aus seiner geistigen Isolierung durch den Nationalsozialismus 
und die Kriegsjahre herauszuhelfen. Allmühlich jedoch wurden die Zielsetzungen 
erweitert, und heute stellt sich das Institut internationale Verstündigung, Gedan- 
kenaustausch und Forschung auf dem Gebiet der Pádagogik zur Aufgabe. Das In- 
stitut ist unabhängig, hat ein Kuratorium von 13 Mitgliedern aus verschiedenen: 
Lándern, einen Direktor und dessen Stellvertreter und einen kleinen internationalen 
Mitarbeiterstab, Die von ihm durchgeführten Projekte umfassen u.a. Erwachsenen 
bildung, Schulreform, Lehrerbildung, Prüfungssysteme, vergleichende Padagogik 
und internationale Verständigung sowie langfristige Forschungsprojekte über ` 
Schulleistungen. Durch lokale Arbeit liefert das Institut auch einen Beitrag ZUF 
Lösung deutscher pädagogischer Probleme und veranstaltet in verschiedenen Län- 
dern internationale Seminare für Lehrer und Erzieher. Schließlich gehört in seinen 
Arbeitsbereich diese Zeitschrift, ein unabhängiges Organ zum internationalen Gê- 
dankenaustausch über pádagogische Probleme und Forschungsarbeiten. | 

Der Verfasser ist davon überzeugt, daß das Unesco-Institut eine Aufgabe erfüllt, 
wie sie von keiner anderen Institution in der Welt in der gleichen Weise durchge 
führt wird, und er gibt der Hoffnung auf eine gesicherte Zukunft Ausdruck. Er ist 
auch der Auffassung, daß das Institut als Vorläufer internationaler Gründunged 
ähnlicher Art gelten kann, deren die moderne Welt mehr und mehr bedarf. 


HISTORICAL VERSUS GEOGRAPHICAL FACTORS 
IN CANADIAN EDUCATION 


by Paur Nass, Montreal 


Canada is one of the wealthiest countries in the world. Nevertheless, it 
is at present suffering from a variety of complaints that are not custom- 
ary concomitants of affluence. Three out of every four Canadian students 
leave school before completing high school. There are at least two million 
“functional illiterates" out of a population of some sixteen million. One 
out of every ten Canadian workers is unemployed. There is at present a 
considerable feeling of hostility and resentment against the country's 
closest neighbor, the United States. What is the explanation of these dis- 
tempers? Is there any connection between such apparently disparate 
phenomena? This article will suggest that there is a connection and will 
attempt a partial explanation. 

When we examine the unemployment situation in Canada, an inter- 
esting feature emerges. The outlook is sharply different for people of 
different educational backgrounds. There are thousands of jobs in Canada 
seeking applicants, but most of them require literacy and many require 
a high school education. At the same time, there are scores of applicants 
for almost every unskilled and laboring vacancy. Many of these appli- 
cants left school without learning to read or write, and virtually all of 
them left before high-school graduation. 

It seems puzzling that a country with Canada’s resources should be 
unable to provide its youth with sufficient education to enable them to 
find a place in the existing economic structure. Clearly, too many young 
Canadians terminate their schooling before they are adequately fitted 
for life in a technological society. Why? To find a clue to this problem we 
must glance briefly at the structure and curriculum of the Canadian 
school. 

The structure of the school in Canada gives the impression of a typical 
North American institution. The grade system is universally followed, 
Co-education is the dominant pattern at all levels, except in private and 
Roman Catholic schools. The high school is almost invariably compre- 
hensive in nature: selection of pupils and their segregation into different 
types of schools are everywhere eschewed. The curriculum, however, 
presents a contrasting picture. Here we find at all levels, and particu- 


1) At the height of the 1961 unemployment in Ontario there were 125 applicants 
for every unskilled job vacancy in the province. Moon, Barbara, “Two Million 
Illiterates: Canada's Obsolete Tenth”, Maclean's, 6 May, 1961, p. 48. 
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larly in the high school, not a contemporary North American but a tra- 
ditional European pattern. The idea of intellectual discipline is strongly: 
held. Most students take a prescribed course of traditional academic sub- 
jects which, if they fail to master, they must take again the following. 
year. The high school prepares primarily for university, although nine 
out of ten of its students do not pursue higher education. In other words, 
as a North American country, Canada insists that all children go to 
school, and to the same school. But when they get there most students 
eventually find the traditional course uninteresting, or too difficult, or | 
unhelpful to their vocational aspirations. As a result, they take the | 
easiest way out by quitting — and joining the line-ups at the Unem- | 
ployment Insurance Commission's offices. | 

In sum, then, the thesis of this article is that the outstanding problems | 
of Canadian education stem largely from a conflict between the forces of ` 
geography and those of history. These forces, instead of acting in harmo- | 
ny, are pulling the educational net in opposing directions, thus making 
the mesh so wide that many young people fall through. An understanding 
of the current Canadian dilemma, therefore, necessitates a closer look at 
these conflicting forces. 

What are the historical forces which have shaped Canadian education? 
The first in order of antiquity is that of pre-Revolutionary, Catholic 
France. This remains the dominant force among the French-Canadian 
third of the population. In the Province of Quebec, where this tradition 
is centered, its educational manifestations are a strong traditionalism, 
authoritarianism, censorship, segregation of the sexes, and tendencies 
towards theocracy. 

Puritanism has also made lasting marks upon Canadian education. It 
was imported from Scotland and from Colonial New England (that is, 
seventeenth century England), was originally concentrated in Nova 
Scotia and Ontario, but has subsequently spread throughout Canada. 
C. E. Smith has listed the Canadian attitudes deriving from Puritanism 
as the “‘belief in conformity, in censorship, in the saving grace of hard 
work, the belief that education holds the key to truth, the belief that | 
teachers must conform to stricter standards of conduct and behaviour 
than others, because the special nature of the task to which they have 
been called sets them apart from society"!). 

Anglicanism has exerted its influence in all parts of Canada, but es- 
pecially in Ontario, where John Strachan, Bishop of Toronto, attempted 


1) Situ, C. E., “The Sociological Foundations of the Canadian Phil hy of 
Education", Paper read at the First Annual Conference of the Canadian “Co lege of 
Teachers (Ottawa: Canadian College of Teachers 1958), p. 54. 
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to establish the Anglican system in the first half of the nineteenth century. 
The Constitutional Act of 1791 was intended to introduce English forms 
and traditions into Upper and Lower Canada, including a hereditary 
aristocracy and the support of the Anglican Church.1) The foundation of 
Upper Canada College and the setting up of Ontario grammar schools 
were manifestations of this influence.?) 

The non-British immigrants who arrived in increasing numbers in the 
second half of the nineteenth century found central and eastern Canada 
largely dominated by these traditionally minded English and French 
groups. Many of the new immigrants settled in the more sparsely popu- 
lated prairies, where there was an abundance of land and where fewer 
encrusted social patterns existed. The result of these movements can be 
seen in the contemporary ethnic composition of Canada. In the Maritime 
provinces, Ontario, and British Columbia, about 70 per cent of the popu- 
lation are of British origin; in Quebec, about 80 per cent are French; in 
Manitoba, Alberta, and Saskatchewan, about 50 per cent are British, 
with a large number of different ethnic groups making up the remainder; 
in Canada as a whole, about half the population are of British descent, 
and about a third French.?) - 

But perhaps the most important thing about Canadian history is that 
there is very little of it. A traveler from Canada to the U.S.A. is frequent- 
ly impressed by the greater antiquity of the latter. If the U.S.A. is (as is 
said in Europe) an adolescent nation, Canada is still in its infancy. At- 
tempts are made to trace Canada's history back to John Cabot's journeys 
of 1497 and 1498, but at the death of Frontenac two centuries later the 
white population was a mere 13,355. Only with the influx of Loyalists in 
the late eighteenth century did the rate of settlement, even in the East, 
increase appreciably. The West remained until 1870 under the control 
of the Hudson's Bay Company, which discouraged permanent settlement. 
The history of Canada as a nation really began only in 1885, with the 
completion of the Canadian Pacific Railway.*) 

This fact demonstrates the essential link between history and geogra- 
phy. This would be a truism, of course, with reference to any country, but 
the peculiar tragedy of Canada is that the geographical forces have oper- 
ated in conflict with the historical. Geographically, Canada represents 


1) Lower, Arthur R. M., Colony to Nation: A History of Canada (Toronto: Long- 


mans, Green 1959), pp. 124-125. "RUE y 
2) See: Soe weil parles E., The Development of Education in Canada (Toronto: 


Gage 1957), pp. 107-111. d 
3) seen, pp Charles E., “Canada”, The Year Book of Education, 1950, eds. G. B. 


Jerrery et al (London: Evans 1950), p. 312. À j À 
4) See: lens Peter, Comparative Education: Studies of the Educational 


Systems of Six Modern Nations (London: Dent 1918), pp. 346-347. 
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what King has called “one extreme of the human situation", 1) a vast 
territory with immense natural resoürces, many of them still unexploited, 
and a small population to exploit them. These given factors have imposed 
not only a North American pattern of decentralization in educational 
administration, and a provincialism that hinders the development of a 
national identity, but also a markedly North American way of thinking. 
Sir Fred Clarke has remarked that “the Canadian, whatever he may say, 
has a mind that is more North American than British”. ?) 

The combination of small population and vast territory has faced 
Canada in an acute form with the problem of unity and diversity. An 
immense amount of energy is expended by Canadians in attempting to 
define “Canadian culture", "Canadian character", “the Canadian novel”, 
etc., all showing a concern with self-identification that is common to the 
young or the insecure. There is reason, of course, for this insecurity, for 
there is reasonable doubt whether Canada constitutes a nation at all. 
Hans has suggested five factors which make a nation: (1) unity of race, 
(2) unity of religion, (3) unity of language, (4) compact territory, and (5) 
political sovereignty.3) He says that one of these factors may be absent 
without seriously endangering the unity of national culture; but that | 
normally only the combination of at least four of them can result in the 
creation of a cultural social unit called a “nation” clearly distinct from | 
other "nations". In certain circumstances even two factors may be ab- 
sent and if the divisions thus created do not coincide a nation may be 
formed.?) In Canada, not only are the first three factors absent, but the 
religious and linguistic divisions run parallel and hence impede national 
unity. 

Such problems lead Canadian writers into contradictory and incon- 
sistent positions when they fall into the temptation to claim the best of 
both worlds. W. P. Percival, for example, then Director of Protestant 
Education and Deputy Minister of Education for the Province of Quebec, 
gave the 1951 Quance lectures, in which he considered whether the differ- 
ences and divisions in Canadian life constitute a source of national de- 
bility. “Far from being a source of weakness”, he argued, “these differ- 
ences may contribute substantially to our strength.’’5) Unfortunately, 


1) Kine, Edmund J., Other Schools and Ours (N.Y.: Rinehart 1958) 177. 

3) CLARKE, F., “Canada and South Africa: a Essay in rt, Interpr 
tation and a Plea for an Imperial Institute of Education", The Year Book of Edi 
dro n Ford Ste Pe (London: Evans 1933), p. 517. 

ANS, Nicholas, Comparative Education: A Stud i i a 
Traditions (London: Routledge & Kegan Paul 1951), AT rate ie 

4) Ibid., pp. 9-10. 

DEREN W. P., Should We All Think Alike? (Toronto: Gage, n.d. (1951) 
p. 25. 
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we find him later in the same lectures pleading that “we need more 
unison of spirit among us to make us glow with the intense passion for 
the homeland which is Canada ... Perhaps our most pressing need is the 
rise of a great historian ... who will... unfold the alluring story of 
Canada ... in language that will ... not cause pain to any section of our 
country”’.1) 

Other writers recommend that Canadian education seek “to recapture 
that unity which the older metaphysics gave the older universities’’,? or 
achieve a compulsory unity through the type of authority and censorship 
envisaged in Plato's Republic.3) 

Another geographical challenge has been presented by the moving 
frontier which, incidentally, is still a real factor in Canadian life in a way 
that it is no longer in the U.S.A. This has served to foster a spirit of indi- 
vidual enterprise, has encouraged exaggerated respect for the practical 
and the utilitarian, and has forced people into a state of constant psycho- 
logical preparedness for the break-up of existing groupings and friendships 
and the formation of new ones. 

But by far the outstanding feature of Canada's geography is the fact 
that her meagre population is slenderly attenuated along the rim of an- 
other country, many times as populous and powerful, with whom most 
of her population share a common language. That the natural lines of 
communication in North America run, like the mountain ranges, north 
and south rather than east and west serves to increase further the sus- 
ceptibility of Canada to influences from the U.S.A. Moreover, Canadian 
nationalism suffers from a long-standing under-current of resentment 
against the threat of dictation from Britain which, allied with a suspicion 
of any taint of cultural dependence upon Europe, creates something of a 
political and cultural vacuum, into which American winds can more 
easily blow. Canada's attempts to evolve for herself an identity distinct 
from that of her huge neighbor is further hindered by the jealous autono- 
my of the provinces, which regard any federal action in educational or 
cultural affairs with extreme mistrust. 

All small nations fear powerful neighbors, of course, even when the 
latter seem benevolent. Indeed, a benevolent embrace may be more diffi- 
cult to resist than a more obvious threat. In Canada, this fear has a 
lengthy history. When the first attempts to set up central educational 
authorities to examine and license teachers were made in Upper Canada 


1) Ibid., p. 110. AAA ; Tomorr 
2) TAYLOR, W. R., “The University and Education”, in Education for eil 


ed. Richard M. SaunpERs (Toronto: University of Toronto Press 1946), p. 62. 
3) Ibid., p. 63. 


18 $ PAUL NASH 


century, they were motivated as much by anxiety about the infiltration 
of republican ideals through teachers from the U.S.A. as by the desire 
to improve instruction.) 

Hugh MacLennan, the Canadian novelist, has recently taken another 
look at this fear and resentment against the U.S.A.?) His analysis of the 
situation is that “Canada at the moment is very frightened of the United 
States ... the fear is ... simply that an enormous, expansive, good- 
naturéd, and self-confident nation, approximately fifteen times the size 
of our own, will extinguish our identity forever, and will do so with the 
best of good intentions. What prompts our anxiety today is... the in- 
stinct of self-preservation".3) He deplores the extent of American 
business investment in Canada: “We have sold ourselves out!” 4) And | 
he regrets the domination of Canadian labor by American unions: “What - 
sense does it make to a Canadian when Jimmie Hoffa calls him out be- | 
cause of some strike originating in California?" 5) As a writer and edu- - 
cator, however, his most poignant protest is against the "saturation of | 
our public opinion by the American communications industry”.6) It is | 
true that Canada is in this respect in a unique position, in that Canadians - 
read two to three times as many American periodicals as Canadian," | 
and that most television shows on the Canadian Broadcasting Corpo- 


and the Maritime Provinces in the second quarter of the nineteenth | 


ration network are American. The hard words spoken before the recent 
meetings of the Royal Commission on Publications (established to in- 
vestigate means of protecting Canadian publications from American 
competition) indicate the bitterness of Canadian resentment on this score. 

There is resentment also over the yearly desertion of Canada by 
thousands of Canadians attracted by the prospect of life south of the 
border. Between 1901 and 1931 the loss of Canadians to the U.S.A., was 
102 per cent of Canada's natural increase and 70 percent of its accretion 


1) See: PHILLIPS, Development of Education in Canada, p. 132. 
2) MacLennan, Hugh, ‘ ‘Anti-Americanism’ in Canada”, Harper's, March, 1961, 
pp. 14-16, 21-24. 
3) Ibid., p. 16. 
4) Ibid., p. 21. By 1956, the whole of Canadian manufacturing industry was 48 
per cent foreign owned and 52 per cent foreign controlled. The petroleum a: 
natural gas industry was 65 per cent foreign owned and 80 per cent foreign com: 
trolled. i 
5) Ibid., p. 22. 
6) Ibid., p. 16. 
*) In 1951, Canadian magazines had an annual circulation of 42 million. America 
magazines in Canada had an annual circulation of 86 million. Report of the Roy 
Commission on National Development in the Arts, Letters and Sciences, 1949-19. 
(Ottawa: King's Printer 1951), p. 17. Today, it is estimated, the proportion 
increased to 65 million Canadian: 160 million American. L. L. L. GOLDEN, "Cam 
Angry Good Neighbor", Saturday Review, 6 May, 1961, p. 74. 
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by immigration.) During the depression and World War II this 
movement was halted but it has recontinued in recent years. Moreover, 
the loss is particularly acute because many of the emigrants to the U.S.A. 
are Canada’s most able professiofal people, who are induced by higher 
salaries, wider opportunities, or the chance of greater specialization. 
About 2500 of the best of Canada’s professional men and women are lost 
- to the U.S.A. every year.?) 

Another breeding-ground for the larvae of anti-Americanism is the 
belief that Canadian teachers in training are corrupted by ‘progressive’ 
(a pejorative term) or pseudo-democratic ideas originating in the U.S.A. 
and unpatriotically handed on by the professors in the departments and 
colleges of education. It is widely believed that, “since the late thirties, ... 
the philosophic concepts stemming from James, Dewey and Kilpatrick 
have fairly dominated the training schools". ?) The fact that this belief 
is mistaken does not reduce its power to evoke prejudice. Conservative 
writers are apt to delineate wildly inaccurate versions of “pragmatism”, 
which is then indicted as the seed-bed of the ruination of Canadian youth. 
John Dewey, of course, is the arch-villain. Hilda Neatby, Professor of 
History at the University of Saskatchewan, and the best-known of these 
conservative critics, has attributed most of the ills of Canadian education 
to “the influence of John Dewey, the accepted prophet of democracy... . 
For at least a generation the leading educational colleges of this continent 
have been more or less completely under his influence. ... Dewey has 
been to our age what Aristotle was to the later middle ages, not a philoso- 
pher but the philosopher. ... Dewey, more than any other single person, 
must be held responsible for the intellectual, cultural and moral poverty 
of much modern teaching." 4) 

If Dewey is the man, Columbia University Teachers' College is the 
institution, which is singled out for particular obloquy. Many writers 
deplore the fact that Canadian teachers anxious to improve their 
knowledge and qualifications "make their pilgrimage" to Teachers' 
College to absorb the “dogma of Dewey's pragmatism”. Eventually, it is 
maintained, these teachers return to Canada to occupy senior positions 
in elementary and high schools and to staff the colleges of education. 
"How many Canadians”, asked the Massey Commissioners, “realize that 
over a large part of Canada the schools are accepting tacit direction from 
ee 


1) Pats, “Canada”, loc, cit., p. 310. 

2) Report of the Royal Commission on National Development, p. 14. 
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New York that they would not think of taking from Ottawa?" 1) The 
result of this abject surrender is that Canadian education has failed to 
develop an indigenous philosophy but has accepted uncritically ideas and 
assumptions that are alien to the Canadian tradition.2) 

Spokesmen of this “European” or “conservative” school of thought are 
liable to attack all things American simply because they ave American. 
“The evil that may be wrought”, warns A. R. M. Lower, “by undue - 
application of American attitudes and philosophies to the Canadian scene 
can ... easily be envisioned.” 3) Neatby criticizes one Canadian pro- 
vincial department of education for attaching to its statement on foun- 
dations of education a bibliography containing forty-eight works, allbutfive 
of which were published in the U.S.A. She does not criticize these books 
because they are inferior, nor because she has better Canadian or English 
alternatives to suggest, but merely because they are American.) Later 
she says, censoriously, “In the calendar of the college of education of one 
Canadian university, out of a total of forty text books listed, thirty-two 
are of American authorship and publication". 5) That these books may 
be the best is apparently irrelevant. 

It is perhaps unnecessary to point out in this age of psychological so- 
phistication that anti-Americanism plays a vitally important role in the 
psychology of Canadian life. A significant number of Canadians lay the 
blame for many of Canada’s ills to pernicious influences coming across 
the southern border. Juvenile delinquency, crime, divorce, drug-addiction, 
meretricious television and radio programs, materialism, lack of disci- 
pline among children, low educational standards: all of these can be laid 
at America’s door. This attitude can be extremely convenient, since 
finding a scapegoat is a welcome alternative to seeking the fault within 
oneself and, presumably, trying to do something to eradicate it. The 
size and proximity of the U.S.A. often affects Canadians with a sort of 
moral paralysis. After all, with this huge and powerful neighbor so close, 
how can we hope to escape its evil emanations? 

The Canadian school is thus caught in a painful dilemma. Its history 
pulls it towards Europe, but geography pulls it towards America. This 


1) Report of the Royal Commission on National Development, p. 15. 

?) For clear examples of this point of view, see, particularly: MacKinnon, Frank, 
The Politics of Education (Toronto: University of Toronto Press 1960), 53 and pas- 
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schism is seen clearly in regional differences within Canada: European 
influences are, and seem destined to remain, more powerful in Eastern 
Canada than in the West. This is not surprising when we remember that 
the flying time from Montreal to London is less than that from Montreal 
to Vancouver. To the traditionalist, this divides Canada neatly into the 
sheep and the goats. The West has betrayed its heritage by going “all 
out for Dewey and progressivism”; Ontario, likewise, “has swum gaily 
with the stream", but some eastern provinces "retain perhaps some of 
their traditional respect for civilization and culture". !) But to the more 
thoughtful person, these neat blacks and whites do not represent the true 
and complex reality. 

The teacher in the classroom has the complexity forced upon him when 
he begins to examine his own and his students' attitudes towards learning. 
Canada is still to a degree a pioneering country in the way the U.S.A. 
used to be. Hence, as in nineteenth-century America, certain qualities — 
toughness, ingenuity, practical resourcefulness, hard work — are highly 
valued, and other qualities — cultural refinement, bookishness, sensitivity, 
articulateness — held in some suspicion. Since it is the latter qualities, 
however, which constitute some of the ideals of a traditional academic 
Schooling, Canadian teachers are in a quandary when faced with the 
problem of trying to follow a traditional curriculum without alienating 
the majority of their pupils or losing more prestige in the eyes of society. 


HISTORISCH-GEOGRAPHISCHE GEGENSATZE 
IM KANADISCHEN SCHULWESEN 


von PauL Nass, Montreal 
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Eogischer Schizophrenie. In seiner Struktur lehnt sich die kanadische Schule ai 
amerikanische Muster an: das allgemein verbreitete grade system, Koedukation auf 
allen Schulstufen (nicht aber in privaten und katholischen Schulen) und die weit 
verbreitete selbstverständliche Annahme, daß alle Kinder zur höheren Schule gehen 
müssen, die normalerweise eine comprehensive school ist. Andererseits aber folgt de 
Lehrplan dem traditionellen europáischen Muster, das ernsthafte geistige Arbeit 
verlangt. Der Lehrstoff hat Gymnasialcharakter, und die Zielsetzung der Schule i t 
vorwiegend die Vorbereitung auf das Universitütsstudium. So kommt es, daß fast 
alle kanadischen Kinder in eine hóhere Schule amerikanischen Musters gehen, sich 
dort aber einem Lehrstoff europäischer Prágung gegenübersehen, mit dem sie nut 
Schwer fertig werden, der sie oft langweilt und der ihnen für ihre beruflichen Zie 
wenig geeignet erscheint. So gehen sie in Scharen vorzeitig von der Schule ab 
tragen häufig nur zur Steigerung der Arbeitslosenziffern bei. 


CONFLITS DE FACTEURS HISTORIQUES ET GEOGRAPHIQUES 
DANS L'ENSEIGNEMENT AU CANADA 


par PauL Nasu, Montréal 


Le principal conflit dans l'enseignement au Canada résulte pour la plus grande 
part des données historiques et géographiques. Les facteurs historiques suivants 
font sentir leur influence: le catholicisme de la France d'avant la Révolution; le 
Puritanisme venu d'Ecosse et de la Nouvelle-Angleterre (c'est-à-dire, de l'Angleterre. 
du XVUlesiécle) ; des influences anglicanes et, enfin, un fonds d'idées européennes 
diverses apportées dans la seconde moitié du XIXe siècle par des immigrants noni 
anglais. Aux facteurs géographiques appartiennent: l'immensité du pays, sa ris 
chesse naturelle illimitée, ses frontiéres mouvantes, le nombre infime de sa popu- 
lation et surtout le fait, qu’ici un pays de très faible densité est le voisin d'un pays 
à population beaucoup plus dense et plus puissant, dont Ja langue est d'autre part 
celle de la majorité des Canadiens. De là vient que des forces historiques rattachent 


hoc d'un autre cóté, le programme des études suit le modéle euro- 
péen traditionnel, qui demande un sérieux travail intellectuel. Les matiéres du 
Programme sont marquées par le lycée et le but de l'école est principalement la 
préparation à l'Université. Ainsi arrive-t-il que presque tous les enfants canadiens 
vont dans une école secondaire de type américain pour y recevoir un enseignement | 
de type européen, dont ils viennent difficilement à bout, qui souvent les ennuie.et 
qui leur parait peu adapté à la préparation de la vie professionnelle. Aussi délais- 


sent-ils en masse l'école prématurément, ce qui contri i Oo 
Kee q tribue souvent à grossir le nom- 


L'ETAT ACTUEL DE L'ENSEIGNEMENT AU PORTUGAL 
par EMILE PLANCHARD, Coimbra 


Depuis l'instauration au Portugal du régime politique actuel, qui 
remonte à 1926, les problémes de l'enseignement ont sans cesse retenu 
l'attention des gouvernements et des efforts constants ont été entrepris 
pour améliorer l'organisation scolaire dans son ensemble et pour mieux 
adapter ses objectifs aux exigences nouvelles de notre époque. 

Des obstacle spéciaux se sont toujours opposés et continuent de s’op- 
poser à cette tâche, principalement la dispersion extrême de la population, 
les difficultés de transport, le niveau de vie peu élevé des classes popu- 
laires et la limitation des ressources économiques du pays. Néanmoins, 
des résultats fort encourageants ont été obtenus, surtout au cours des 
quinze dernières années, et le mouvement est plus actif aujourd’hui que 
jamais. Nous donnerons dans les pages qui suivent un aperçu trés général 
de la situation telle qu'elle se présente à l'heure actuelle et des perspec- 
tives qui s'ouvrent sur le futur. 


Principes législatifs 

La Constitution portugaise approuvée par le plébiscite du 29 mars 1933 
(constitution qui est en voie de revision), contient, relativement au pro- 
blème de l'enseignement, plusieurs articles que nous nous contenterons 
de résumer. Parmi les droits et garanties reconnus aux citoyens nous 
notons: la liberté d’enseignement, celle de réunion et d'association, l'in- 
violabilité des croyances et des pratiques religieuses, la liberté d'expres- 
sion. Il est entendu que le citoyen doit faire usage de ces droits sans léser 
ceux des tiers et sans porter préjudice aux intéréts de la société et à la 
morale. L'éducation et l'instruction sont obligatoires et incombent à la 
famille ainsi qu'aux établissements officiels et privés qui collaborent avec 
elle. L'Etat entretient officiellement des écoles primaires, complémen- 
taires, moyennes et supérieures et des instituts de haute culture. L'en- 
seignement primaire élémentaire est obligatoire. Il peut étre donné à 
domicile, dans des écoles privées ou dans des établissements officiels, et 
il en est de méme de l'enseignement secondaire. L'enseignement est indé- 
pendant de tout culte religieux et ne doit étre hostile à aucune confession. 
L'enseignement religieux dans les écoles primaires ne dépend d'aucune 
autorisation préalable encore que l'orientation morale, quel que soit le de- 
gré d'enseignement, doive s'inspirer des principes de la religion chrétienne. 
Les programmes des écoles officielles sont fixés par l'Etat et celui-ci se 
réserve le droit de délivrer des diplómes ou de reconnaitre, dans certains 
cas, les diplómes délivrés par des institutions non officielles. 
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Le ministre de l'Education Nationale, assisté par un Sous-secrétai 
d'Etat, dirige le Ministére. De celui-ci dépendent divers instituts, tels q 
l'Institut de la Haute Culture, l'Institut du Cancer, celui de l'Orientatit 
Professionnelle, l'Institut Costa Ferreira (pour anormaux), l'Académ 
des Sciences, l'Académie d'Histoire, l'Observatoire Astronomique, | 
Junta Nacional de Educacäo, l'Organisme de la Mocidade Portugue 
(Jeunesse portugaise), l'Oeuvre des Méres pour l'Education Nationale, 

"L'enseignement donné par l'Etat, dit la Constitution, a pour bt 
outre l'éducation physique et le perfectionnement des facultés intelle 
tuelles, la formation du caractere, de la valeur professionnelle et de toute 
les vertus civiques et morales, selon les principes de la doctrine et de] 
morale chrétiennes, traditionnelles dans le pays." | 


Enseignement pré-primaire j 

L'éducation des enfants au-dessous de 7 ans est laissée à l'initiatiy 
privée mais l'Etat intervient éventuellement et accorde des crédits pou 
aider certaines institutions particulières. Des jardins-écoles existent dam 
la plupart des villes d'une certaine importance et sont dirigées par di 
congrégations religieuses, des associations particulières ou des organismi 
corporatifs. Les Jardins-Escolas Jodo de Deus, du nom d'un poète et édu 
cateur du XIXe siècle, constituent le type traditionnel de ces “Kinder 
garten”: on s'y inspire de la pédagogie froebelienne et, depuis quelque 
années, de Montessori et de Decroly. L'effectif des enfants qui fréquen 
tent cet enseignement est d'environ 1% des enfants inscrits dans le 
écoles primaires. Dans quelques-uns des établissements d'éducation em 
fantine fonctionnent des cours spéciaux pour éducatrices des écoles mas 
ternelles. 

Le nombre réduit des établissements de ce genre s'explique par leur 
caractère privé, la pauvreté des familles et la prédominance de la 
agricole. 


Enseignement primaire 

Son établissement officiel remonte à 1772 et c’est ce degré d'enseigne 
ment qui a le plus bénéficié de la sollicitude des pouvoirs publics au col Ir 
des 25 dernières années. 

Il est en principe obligatoire de 7 à 11 ans et gratuit pour les enfa at 
nécessiteux. Il comporte quatre degrés ou classes. A la fin de la trois 
et de la quatrième a lieu un examen officiel dont le second est requis po 
l'examen d'entrée au lycée et pour tous les emplois publics. Il existe de 
écoles masculines, féminines et mixtes, mais la séparation des sexes e! 
toujours préférée quand les conditions démographiques le permettent 
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Malgré l'obligation scolaire, la proportion des illettrés est restée fort im- 
portante jusqu'il y a quelques années, en conséquence des facteurs que 
nous avons déjà signalés. 

Pour résoudre le probléme créé par le développement de la population 
scolaire, le Gouvernement a décrété en 1940 l'exécution d'un vaste pro- 
gramme de constructions scolaires intitulé “Plan des Centenaires" qui 
prévoyait la construction de 7.180 édifices avec 2.500 salles de classe. En 
1960, un plan nouveau a prévu la construction de 8.300 écoles soit 15.000 
salles de classe. 

À côté des établissements officiels existent de trés nombreuses écoles 
particuliéres mais, répétons-le, seul l'Etat organise les examens et délivre 
les certificats d'études. Des décrets publiés en 1952 ont permis de nou- 
velles et importantes réalisations. On a notamment renforcé le principe 
de l'enseignement obligatoire en vue de combattre l'analphabétisme. On 
a créé des cours pour l'instruction des adultes et organisé une vaste cam- 
pagne nationale contre l'analphabétisme laquelle a produit des résultats 
spectaculaires. De plus, laccés à des fonctions publiques, si modestes 
soient-elles, est subordonné à la possession du certificat d'études primaires. 

Quant aux programmes de l'enseignement primaire, ils comportent 
essentiellement, pour le premier degré, la maitrise des techniques fonda- 
mentales (lire, écrire, calculer) et pour le deuxitme degré des notions 
complémentaires d’histoire, de sciences, de géographie, etc. 

Les instituteurs (ce sont surtout des institutrices) sont formés dans des 
écoles normales (une quinzaine en tout) qui assurent la préparation péda- 
gogique, théorique et pratique, aux candidats qui possèdent au moins le 
cours général des études secondaires. Cette préparation dure deux ans et 
est suivie d'un stage de six mois sanctionné par un examen d’Etat et le 
diplôme de “‘professeur primaire". 


Enseignement secondaire 

Cet enseignement est donné dans les lycées et s'étend sur 7 années (5 
ans pour le cours général et deux ans de plus pour le cours complémen- 
taire, d'orientation littéraire ou scientifique, dont la finalité est essentiel- 
lement de préparer aux diverses études universitaires). L'enseignement 
secondaire a fait l'objet de réformes importantes tendant à assurer une 
meilleure formation culturelle et morale des élèves. La réforme de 1947, 
la derniere en date, a réorganisé le contenu des programmes et la structure 
des cours qui sont aujourd'hui divisés en trois cycles (2 ans et: 3 ans i 
2 ans) justifiés par des critères de nature psychologique et sociale et qui 
sont couronnés chacun par un examen d'Etat. La disposition fondamen- 
tale de cette réforme a été la suppression du latin dans les deux premiers 
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cycles. Cette langue n'est enseignée, conjointement avec le grec, que d 
les sections littéraires du troisiéme cycle (cours complémentaire). L'em 
seignement des langues vivantes (francais, anglais, allemand) a été sérieu” 
sement renforcé. ; 

Il existe des lycées nationaux (études complètes) et des lycées munici- 
paux (cours général). Le Collége Militaire et l'Institut d'Odivelas (pour 
les filles des officiers) dépendent du Ministére de la Défense et sont assi- 
milés aux lycées. A cóté des lycées (désignation réservée aux établisse- 
ments officiels) il existe de nombreux colléges privés dont quelques-uns 
sont dirigés par des congrégations religieuses. Ils sont soumis à l'inspec-: 
tion officielle et aux examens d'Etat. Dans les établissements officiels, 
les mémes livres, préalablement approuvés par le Ministére, sont adoptés 
obligatoirement dans tout le pays. C'est ce qu'on appelle le livre unique. 


Enseignement technique et professionnel 

Sa réorganisation date de 1948. Il englobe l'enseignement commercial 
et industriel, élémentaire, complémentaire et moyen. Un cycle prépara- 
toire vise l'éducation générale et le préapprentissage, un autre est nette- 
ment professionnel. Le premier a une durée de deux ans et constitue une 
période d'orientation. La collaboration avec l'Institut National d'Orien- 
tation Professionnelle est d'ailleurs prévue et l'observation systématique 
des éléves est recommandée. Il est actuellement question d'unifier le 
cycle préparatoire de l'enseignement technique et celui de l'enseignement 
secondaire. Des études préalables à ce sujet sont en cours pour le moment. 

Le second degré de l'enseignement technique offre une grande variété 
de contenu, moins grande cependant que dans les autres pays. Y sont 
admis, moyennant examen, les éléves qui ont terminé le cours général 
des lycées ou le cours de formation des écoles techniques. Il est dispensé 
par les établissements suivants: instituts commerciaux (formation de 
comptables, de fonctionnaires des douanes, des finances, de l'administra- 
tion civile, etc.); instituts industriels (formation d'agents auxiliaires du 
génie civil et de techniciens des différentes industries); écoles de "ré- 
gents" agricoles ou agronomes; écoles nautiques (formation des pilotes, 
des officiers machinistes et télégraphistes de la marine marchande) ; écoles 
normales d'instituteurs; écoles d'auxiliaires sociales; écoles d’infirmiéres. 

L'enseignement artistique secondaire est assuré par des écoles d'art 
décoratif à Lisbonne et à Porto où peuvent être admis les élèves qui ont 
terminé le premier cycle de l'enseignement secondaire ou technique. On 
doit à l'initiative privée l'existence d'écoles et de cours libres de dessin 
fonctionnant dans les villes de province. 
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Enseignement supérieur 
Il existe au Portugal trois universités classiques: celle de Coimbra, 
. dont la fondation remonte à 1290, et où se sont maintenues de trés an- 
ciennes traditions; celles de Lisbonne et de Porto créées au début de ce 
siècle. Les deux premières sont complètes; celle de Porto ne possède que 
les Facultés de Médecine, de Sciences, de Pharmacie, l'Ecole d'ingénieurs 
et, depuis quelques années, un Institut de Sciences Economiques et 
Financiéres. Une décision officielle a approuvé la restauration de la Fa- 
culté de Lettres en 1961, cette faculté ayant été supprimée en 1936, mais 
il semble que cette mesure sera provisoirement ajournée. p 

Il y a en outre à Lisbonne une Université Technique qui groupe tout 
les écoles supérieures autres que les Facultés traditionnelles: Institut 
Supérieur Technique, Sciences économiques et financières, Agronomie, 
Médecine vétérinaire. Dans l'enseignement universitaire sont également 
englobées les Ecoles Supérieures des Beaux-Arts de Lisbonne et de Porto. 
L'enseignement artistique, musical et dramatique est donné par le Con- 
servatoire National de Lisbonne. A Porto fonctionne un Conservatoire de 
Musique. Un décret officiel, publié en juillet 1962, définit un plan d'organi- 
sation d'études universitaires dans les provinces ultramarines d'Angola et 
de Mozambique. 

A cóté de l'enseignement universitaire proprement dit, il existe un 
certain nombre d'écoles telles que l'Académie Militaire, l'Ecole Navale, 
l'Ecole Supérieure des Etudes d'Outre-Mer, l'Institut d'Education Phy- 
sique, l'Institut de Médecine Tropicale. 

L'accès à l'Université est subordonné à un examen d'entrée que doivent 
passer tous les candidats qui n'ont pas obtenu une moyenne égale ou 
supérieure à 14 sur 20 à leur sortie du lycée. Le contenu de cet examen 
varie selon les Facultés et les diverses sections de celles-ci. Le grade de 
licencié est obtenu aprés 5 ans d'études en Lettres, en Sciences et en Droit 
et aprés 6 ans pour la médecine. Le titre de docteur se conquiert par la 
défense publique d'une thèse imprimée et des épreuves portant sur des 
matières spécialisées. A l’Institut Supérieur Technique les études durent 
Six ans et conduisent aux divers grades polytechniques. 

La recherche scientifique s'effectue dans les universités et en dehors. 
L'Institut dela Haute Culture, dont le siège est à Lisbonne, fonctionne 
comme organe spécialisé destiné à coordonner, à orienter, à stimuler et à 
financer le travail de recherche scientifique. A cet effet, il concède des 
bourses dans le pays et à l'étranger et distribue des subventions aux labo- 
ratoires, centres d'études, groupements scientifiques, publications, etc ee 
Il possède un service important de documentation et publie la biblio- 
graphie scientifique existant au Portugal. Parmi les organismes de re- 
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cherche les plus récents, signalons le Comité de l'Energie nucléaire, c 
en 1954, qui oriente les études de physique atomique réalisées au Portugal 
aux seules fins d'applications pacifiques. Le Laboratoire de Physique 
et de Génie Nucléaires est appelé à jouer un róle capital dans cette 
branche de recherche. 


Formation pédagogique des professeurs E 

Nous avons dit que la formation des instituteurs était assurée par les 
écoles du magistére primaire qui se rattachent à l'enseignement technique 
moyen. Pour ce qui concerne les professeurs de l'enseignement secondaire 
et technique, elle se réalise à l'université méme et dans des “lycées nor- 
maux” et des “écoles techniques normales”. 

Pendant longtemps, cette formation fut assurée par les deux Ecoles 
Normales Supérieures de Lisbonne et de Coimbra où les jeunes licenciés 
étaient préparés pendant deux ans, théoriquement et pratiquement, à 
leur métier. Ces écoles furent supprimées par décret en 1930 et rempla- 
cées par une organisation nouvelle qui présente toutefois de nombreuses 
similitudes avec la précédente. Elle est toujours en vigueur aujourd'hui. 

Voici l'essentiel de cette réforme qui fut loin de recevoir à l'époque où 
elle fut promulguée l'approbation unanime des milieux pédago- 
giques. Une nouvelle section, appelée “Section des Sciences Pédagogi- 
ques", vint s'ajouter aux sections déjà existantes des Facultés des Lettres 
de Lisbonne et de Coimbra (c'est-à-dire aux sections de philologie 
classique, de philologie romane, de philologie germanique, d'histoire et 
de philosophie, de sciences géographiques). Cette section pédagogique 
comporte les cours suivants: pédagogie et didactique générale, histoire 
de l'éducation, organisation et administration scolaires, psychologie géné- 
rale, psychologie scolaire et mesures mentales, hygiene scolaire. Les 
quatre premiers cours sont annuels, avec chacun 4 heures de cours par 
semaine (deux lecons théoriques et deux cours pratiques); le cours d'hy- 
giéne est d'un semestre seulement. L'enseignement de cette dernière 
spécialité est confié au titulaire de la chaire correspondante de la Faculté 
de médecine. Les autres disciplines sont à la charge de professeurs de la 
Faculté de Lettres qui appartiennent généralement en méme temps à la 
section de philosophie. A cóté de cette section pédagogique universitaire, 
et la complétant pour les candidats à l'enseignement secondaire, trois 
lycées nationaux ont été érigés en Lycées Normaux, un à Lisbonne (Lycée 
Pedro Nunes), un autre à Coimbra (Lycée D. Joé III), et un, plus 
récemment, à Porto (Lycée D. Manuel II). C'est dans ces lycées 
que les futures professeurs, aprés leurs études universitaires, sont 
admis à la suite d'un concours, en nombre limité correspondant 
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aux exigences de l'enseignement secondaire officiel. Ils y font un 
stage de deux ans, sous la direction de professeurs-méthodologues qui 
appartiennent au cadre de l'enseignement secondaire et dont le choix se 
justifie par une compétence reconnue et par la qualité de leur feuille de 
services. Pendant la première année de stage, les candidats-professeurs 
assistent à des leçons-modèles, s'initient eux-mêmes à la pratique de l'en- 
seignement, se familiarisent avec les taches de l'administration scolaire, 
assistent à des conférences pédagogiques. La seconde année de stage est 
consacrée à un apprentissage plus systématique du métier: les stagiaires 
sont chargés de l'enseignement complet de leur spécialité dans une classe, 
sous la direction et la responsabilité du professeur-méthodologue compé- 
tent; ils préparent des rapports, rédigent des causeries d'intérét péda- 
gogique qui sont ensuite exposées et discutées en des réunions auxquelles 
participent les professeurs et tous les stagiaires. 

La fréquentation de la deuxième année de stage est subordonnée à la 
possession du certificat des branches de la section pédagogique universi- 
taire. L'examen final de stage — appelé examen d'Etat — comporte une 
épreuve pédagogique écrite, un essai sur un point particulier du program- 
me des lycées, une lecon de 50 minutes dont le sujet est tiré au sort. Le 
diplóme final de professeur agrégé des lycées habilite leurs porteurs aux 
fonctions professorales dans l'enseignement secondaire officiel et l'Etat 
s'engage à les placer immédiatement dans un de ses établissements. Pré- 
cisons que ceux-ci sont seuls autorisés à délivrer des diplómes et seuls 
leurs professeurs sont rétribués par l'Etat. } 

Depuis 1948, date de la réorganisation de l’enseignement technique, 
les candidats qui se destinent aux écoles techniques secondaires sont 
soumis aux mémes exigences que les futurs professeurs de l'enseignement 
lycéal: deux ans de stage dans l'une des deux écoles normales techniques 
de Lisbonne ou de Porto et diplóme de la section pédagogique des uni- 
versités. Pour les professeurs adjoints, les exigences sont moindres; FR 
correspondent A un diplöme des Instituts industriels ou des Instituts 
commerciaux. f 

La Section Pédagogique annexée aux universités de Lisbonne et de 
Coimbra et, à partir d'octobre 1962, à celle de Porto, n'a pas une finalité 
limitée à la préparation au magistére. Elle s'adresse également aux mé- 
decins scolaires officiels (et ils sont maintenant en assez grand nombre), 
aux licenciés en droit dont les fonctions se rattachent aux oeuvres de 
Protection de l'enfance, aux instituteurs qui aspirent à l'inspection ou à 
des postes de direction. E 7 É 

Depuis quelques années, on discute de la prochaine création d un In- 
stitut Supérieur des Sciences de l'Education, semblable à ceux qui exi- 
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nouveau régime depuis trois ans), cet Institut d'enseignement et d'in- 
vestigation n'a pas encore été créé. Il est vraisemblable que, à cóté de cet 
Institut central, seront créées dans les Facultés de Lettres des sections 
de psychologie appliquée conduisant comme les autres sections aux grades 
de licencié et de docteur. 

En attendant, l'investigation psycho-pédagogique dans les universités 
portugaises se réduit à assez peu de chose. Le peu qui s'y réalise est laissé 
à l'initiative des professeurs et les crédits officiels pour ce secteur de re- 
cherche sont pratiquement inexistants. Les étudiants sont théorique- 
ment initiés à l'observation et à l'expérimentation dans les laboratoires 
de psychologie expérimentale et à l'Institut National d'Orientation Pro- 
fessionnelle de Lisbonne. 

En 1959 a été fondée la Revista Portuguesa de Pedagogia par l’Institut 
d'Etudes Psychologiques et Pédagogiques de l'Université de Coimbra. 
Citons deux autres revues spécialisées: le Boletim do Instituto de Orien- 
‘tação Profissional et A Criança Portuguesa (organe de l'Institut médico- 
pédagogique Costa Ferreira). 


Institutions spéciales 
L'observation et l'éducation des enfants anormaux est principalement 
assurée par l'Instituto Aurélio da Costa Ferreira. Il a été créé en 1940 et 
dépend du Ministére de l'Education Nationale. Sa mission est non seule- 
ment d'observer et de classer les enfants affectés de maladies mentales 
et d’orienter les services de leur enseignement, assistance, traitement et 
rééducation, de promouvoir des études spéciales dans les domaines médi- 
co-pédagogique et médico-social, mais aussi de préparer le personnel en- 
seignant et technique des établissements d'éducation spéciale. Cette pré- 
paration dure deux ans et, pour y étre admis, il faut avoir obtenu le di- 
plóme d'instituteur avec au moins les 8/10 des points ou étre porteur d'un 
diplóme supérieur. Le maximum d’éléves admisest de 15 paran et le cours 
a une durée d'un an. i 
Un décret de 1946 a autorisé la création de classes spéciales auprès des 
écoles de Lisbonne et deux ans plus tard des classes du même genre ont 
été organisées à Porto. Deux sections spéciales de la Casa Pia (Institution 
d'assistance sociale et éducative) s'occupent de l'éducation des sourds- 
muets, des aveugles et des déficients mentaux. N 
Pour ce qui est de l'enfance abandonnée ou coupable, il faut signaler, - 
à côté des établissements officiels qui dépendent du Ministère de la Jus 
tice, l'oeuvre admirable d'un prétre, le P. Américo, véritable D. Bosco ` 
portugais, mort accidentellement il y a deux ans, réalisée en faveur de 
enfants de la rue. Il s'agit de la Casa do Gaiato (village d'enfants installé 
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stent dans la plupart des pays. Il y a été fait officiellement allusion dans 
le diplóme de réforme de l'enseignement secondaire en 1947. Pour des 
raisons d'économie, probablement, et aussi parce qu'une réforme générale 
des universités est en cours (les Facultés de Lettres sont déjà dotées d'un 
près de Porto) où sont recueillis des enfants et adolescents vagabonds ou 
malheureux. Comparable à l'euvre du P. Flanagan aux Etats-Unis, 
avec son self-government, sa ferme, ses ateliers, son journal, son école, sa 
chapelle, ce village constitue une remarquable réussite sociale et péda- 
gogique. L’ceuvre s'est aujourd'hui étendue à tout le pays et a multiplié 
ses foyers. 

Quant à l'Institut National d'Education Physique, créé également en 
1940, il s'occupe de la préparation des professeurs d'éducation physique, 
des instructeurs et des moniteurs. Y sont admis les jeunes gens et les 
jeunes filles qui ont atteint l’âge de dix-huit ans et pas plus de trente et 
sont porteurs du certificat du cours général des lycées pour les garçons 
ou du cours familial pour les jeunes filles. Les études y sont actuellement 
de deux ans et sont suivies d'un stage pendant lequel le stagiaire élabore 
un mémoire dont il doit défendre les conclusions pour obtenir le diplóme 
d'éducation physique. Pour les instructeurs (militaires principalement) 
la durée des études est réduite à un an et pour les moniteurs à quatre 
mois. 

L'orientation professionnelle, sous une forme organisée, date de 1925, 
année où fut créé à Lisbonne par Faria de Vasconcelos, un pionnier de 
l'éducation nouvelle, l'Institut d'Orientation Professionnelle. Il procéde 
aux examens psychologiques individuels, organise des recherches psycho- 
techniques, des cours pour la formation des orienteurs et a publié de 
nombreuses monographies et brochures de vulgarisation. L'orientation 
scolaire et professionnelle n'a cependant pas pris, jusqu'aujourd'hui, une 
grande ampleur, étant donné qu'aucun centre n'existe en dehors de l'Ins- 
titut de Lisbonne. N 

Comme dans tous les pays, des changements sensibles se sont produits 
à tous les degrés et pour toutes les formes d'éducation, surtout depuis la 
fin de la seconde guerre mondiale. Diverses réformes sont encore al étude 
pour mieux adapter l'école à l'augmentation croissante des contingents 
scolaires et aux nouvelles exigences de la vie sociale. 


PRESENT-DAY EDUCATION IN PORTUGAL 
by EMILE PLANCHARD, Coimbra 


The general rules which govern the administration and practice of education in 
Portugal are defined in the constitution of 1933 which lays down that education is 
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compulsory and incumbent upon the family in collaboration with publicly main- 
tained and private schools. School curricula are determined by the State, and the: 
State controls or supervises the issue of educational certificates. Education is inde- 
pendent of any Church but must be based on accepted Christian principles. 

Preschool education is left to private institutions; the authorities may give 
financial aid to individual nursery schools. Primary education is in principle com- 
pulsory for the seven to eleven-year-old and free in case of financial need. But 
serious obstacles have hindered and still stand in the way of universal popular edu- 
cation: the population is widely scattered; means of transport are inadequate, and 
the standard of living is low among a large part of the population. As a result, il- 
literacy was widespread until very recently. But thanks to several measures taken 
by the Government, illiteracy has been enormously reduced during the last few 
years and will have practically disappeared within a short time. 

Secondary education in the State system is provided in grammar schools with 
seven year courses divided into three stages of which the first two constitute the 
general secondary course. In addition, there are a number of private, State-in- 
spected grammar schools. Technical and vocational education was thoroughly re- 
organised in 1938. It is carried out in three stages and offered in a variety of schools. 

There are three universities: Lisbon, Coimbra and Oporto. This last named uni- 
versity has no faculties of arts or law. In addition, several advanced colleges offer 
various forms of higher education. Admission to these and to the universities is 
dependent upon a qualifying school-leaving certificate or a special examination. 
Approximate length of courses of study to degree level is five years. University gradu- 
ates who wish to become teachers in grammar schools have a two-year practical and 
theoretical training period at one of three training grammar schools, or at one of 
two training technical schools. The student-teacher must successfully complete the 
five courses provided by the education departments at two of the universities and 
practise teaching under the guidance of carefully selected specialist teachers. A 
State examination qualifies them as certificated schoolmasters. It is planned to set 
up shortly an institute for the advanced study of education as a centre of teaching 
and research. 

There are special institutions for abnormal and delinquent children of which the 
most important are the Instituto Aurélio da Costa Ferreira and the Casa Pia in Lis- 
bon. Besides these publicly maintained institutions it is worth mentioning a volun- 
tary one, Obra da rua, established by a priest, Father Américo, for the education 


of destitute and delinquent youth and run in accordance with current modern edu- 
cational ideas. 


DER GEGENWARTIGE STAND 
DES UNTERRICHTSWESENS IN PORTUGAL 


von EMILE PLANCHARD, Coimbra 


Die allgemeinen Richtlinien für die Organisation und die praktische Durchfüh- 
rung des Unterrichts in Portugal sind in der Konstitution von 1933 umrissen, die 
vor allem bestimmt, daß Erziehung und Unterricht obligatorisch sind und d4 
Familie sowie den staatlichen und privaten Institutionen, die mit ihr zusamme™ 
arbeiten, obliegt. Der Staat stellt die Lehrpläne seiner Schulen auf und behält sid 
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das Recht der Verleihung von Diplomen vor. Der Unterricht ist an keinerlei Glau- 
bensrichtung gebunden, er soll aber durchdrungen sein von den Geboten der im 
Lande traditionellen christlichen Moral. 

Die vorschulische Erziehung überläßt der Staat der privaten Initiative, doch 
kann er bestimmten Kindergárten finanzielle Unterstützung gewähren. Der Grund- 
schulunterricht ist im Prinzip von 7 bis 11 Jahren obligatorisch und für bedürftige 
Kinder frei. Seine Durchführung hatte aber und hat immer noch mit ernsthaften 
Schwierigkeiten zu kämpfen, die bedingt sind durch die weit verstreut wohnende 
Bevólkerung, das Fehlen von Transportmitteln und die bescheidenen Lebensbe- 
dingungen eines großen Teiles der Bevölkerung. Das erklärt auch die bis vor weni- 
gen Jahren sehr hohe Zahl von Analphabeten. Dank verschiedener Regierungsmaß- 
nahmen ist das Analphabetentum jedoch während der letzten zehn Jahre stark zu- 
rückgegangen und wird in Kürze praktisch ganz verschwunden sein. 

Der staatliche Mittelschulunterricht wird in Gymnasien erteilt und dauert 7 
Jahre. Von den drei Stufen, in die er aufgeteilt ist, umfassen die beiden ersten die 
allgemeine Mittelschulbildung. Neben den staatlichen Schulen bestehen auch zahl- 
reiche Privatschulen, die aber der Kontrolle des Staates unterstehen, der auch die 
Prüfungen abnimmt und die Reifezeugnisse erteilt. Der Gewerbe- und Fachschul- 
unterricht ist 1948 stark verbessert worden. Er umfaßt die Vorbereitung auf kauf- 
männische und gewerbliche Berufe in all ihren vielseitigen Aspekten. Eine große 
Auswahl von Schulen steht zur Erreichung der drei Grade, Grund-, erweiterte und 
mittlere Ausbildung, zur Verfügung. 

Portugal hat drei Universitäten: Lissabon, Coimbra und Porto, Letztere hat 
weder eine Fakultät für Literatur, Geschichte und Philosophie noch eine juristische 
Fakultät. Viele höhere Schulen sind den Universitäten gleichgestellt, die Zulassung 
zu beiden erfolgt auf Grund eines Befähigungsexamens. Die Studienzeit bis zum 
Referendar beträgt durchschnittlich fünf Jahre. Lehrer an Mittel- und Gewerbe- 
schulen müssen nach abgeschlossenem Univ: itätsstudium eine Probezeit von zwei 
Jahren an einer der drei Gymnasiallehrerbildungsanstalten oder an einer der zwei 
Gewerbelehrerseminare absolvieren. Wáhrend dieser Zeit erhalten sie eine Ausbil- 
dung in theoretischer und praktischer Pädagogik, sie müssen mit Erfolg an den 
fünf Kursen der Padagogischen Abteilung einer Universitat teilnehmen und werden : 
unter Leitung von Methodologielehrern des Mittel- oder Gewerbeschulwesens in die 
Unterrichtspraxis eingeführt. Das Staatsexamen berechtigt sie zur Ausübung des 
Lehrerberufes. In Kürze ist mit der Gründung eines Hochschulinstituts für Erzie- 
hungswissenschaft zu rechnen, das sich mit Unterrichts- und Forschungsfragen be- 
fassen soll. 

Zur Beobachtung und Erziehung anomaler und kriminell veranlagter Kinder 
sind Sondereinrichtungen ins Leben gerufen worden, deren bedeutendsten das In- 
stituto Aurelio da Costa Ferreira und die Casa Pia in Lissabon sind. Neben diesen 
staatlichen Institutionen verdient die Obra da rua, eine von dem Priester P. Amé- 
rico geschaffene, sehr populäre Einrichtung, der Erwähnung. Ihr Ziel ist die Re- 
edukatidn verlassener oder krimineller Kinder und Jugendlicher nach den allge- 
mein bekannten Richtlinien der neuen Pädagogik. 


MODERN MATHEMATICS AND THE SECONDARY SCHOOLS 


by ABRAHAM ROBINSON, Jerusalem 


About a year ago, a San Francisco daily paper published a reader's | 
letter which was signed by a number of distinguished mathematicians on | 


the staff of Stanford University. The main purpose of the letter was to 
warn the public against the conclusions reached by the Royaumoht semi- 
nar on the teaching of mathematics in secondary schools. The seminar 
took place already in November — December 1959, but the report based 
on its findings was published only in May 1961 .J) The report quickly at- 
tracted a good deal of attention and comment, some of it critical. A short 
time after the publication of the letter from Stanford, and independently 
of it, there appeared in the Frankfurter Hefte a strong and, one regrets 
to say, unfair attack against the Royaumont seminar by an otherwise 
serious scholar.?) We emphasize that both the article and the letter were 
intended for general consumption, that is to say their authors regarded 
the matter as one of vital importance not only to their professional col- 
leagues but also to the public at large. 

How is it that a subject which is traditionally left to the experts and 
whose experts are usually quite happy to be left to themselves has come 
to be regarded as a matter of concern to both professionals and laymen? 
A partial answer to this question can of course be found in the increasing 
importance of mathematics for the general development of science and 
technology in the modern world. However, more details are required in 
order to understand the special problems that are connected with the 
teaching of mathematics in secondary schools, as compared with the 
teaching of the natural sciences such as physics and chemistry. For this 
purpose it is essential to have a quick look at the development of mathe- 
matics in modern times. 

During the seventeenth century, the efforts of Fermat, Descartes, 
Newton, Leibniz, and others, advanced mathematics for the first time 
substantially beyond the level of its Greek and Moslem origins. By the 
end of the eighteenth century the subject had increased greatly in volume, 
a disproportionate part of the new material having been contributed by 
the incredible Euler. At the same time, little progress was made in se- 
curing the foundations of the subject, i.e. in maintaining its character as 


1) New Thinking in School Mathematics, edited by Fenr, H. F., and Bunt, L. N. 
H., Organisation for European Economic Co-operation, 1961. 

2) WITTENBERG, A., ,Einführung einer neuen Denkweise im Mathematikunter- 
richt”. Frankfurter Hefte, vol. 16, no: 9, 1961, pp. 626-632. 
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a deductive science. This fault was remedied, during the nineteenth 
century, by Cauchy and others and great progress was made by a rela- 
tively small body of mathematicians who were still able to spread their 
efforts over most of the subject, including some of its applications. While 
the theories and methods developed during that period were of remark- 
able depth, the problems dealt with were, for the most part, still sufficiently 
close to intuition and to (apparent) physical reality to be comprehensible 
toa practitioner of a related art or science such as physics or engineering. 
All this changed in the course of the following sixty years. During that 
time, mathematics acquired an increasingly abstract character. The basic 
idea of an algebraic operation, such as addition and multiplication, was 
subordinated to the notion of an algebraic structure. That is to say, the 
focus of interest was shifted from the individual objects, such as numbers, 
to the contemplation of various kinds of algebraic systems as a whole. 
Simultaneously, the traditional notions of analysis, such as continuity 
and the notion of a limit, were subordinated to a general (topological) 
theory which is concerned with the structure of space as we (seem to) 
know it, and of more general spaces. At the same time the volume of 
mathematical research increased enormously and much of the subject 
now is not only beyond the grasp of a physicist or engineer but even of 
the average mathematician, who may well be an expert in his own field 
but know little of most other branches of mathematics. That is not to 
say that the subject has split into a number of entirely disconnected parts; 
on the contrary, some of the most impressive successes of modern mathe- 
matics depend on the application of the notions and intuition of one field 
to the problems of another field which appears to be unrelated to the 
first. For example, a mathematician may now regard entire functions 
(e.g. y = x^, y = sin x, y = log x) as points in an abstract space, may talk 
of the distance between two functions, and in this way may bring his 
geometrical intuition to bear on problems in the theory of functions. 
Moreover, the fact that most branches of mathematics have become 
more abstract does not mean that they have lost contact with physics 
and technology. On the contrary, there are several modern branches of 
the subject which have turned out to be of great importance in physics 
Such as the theory of function spaces, mentioned above, and the theory 
of continuous groups which depends on a combination of algebra and 
analysis. 

About twenty-five years ago a number of distinguished French mathe- . 
maticians of the (then) younger generation joined forces and, under the 
name of a legendary savant, N. Bourbaki, began to publish a series of 
volumes which embody the modern approach to mathematics, as sketched 
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above. While the authors of this opus have remained officially anony- | 
mous, one can identify among them at least one participant of the 
Royaumont seminar. The work has exerted an unprecedented and, for 
the most part, beneficial influence on the development of mathematics 
all over the world, although some of its admirers have developed funda- 
mentalist tendencies in believing that all good mathematics must be 
based on Bourbaki. In actual fact, the development of the subject is not 
monolithic. While the mathematical scene at present is dominated by 
the structural and axiomatic approach as described above, there also 
exists an important contemporary theory (of recursive functions and of 
Turing machines) which emphasizes precisely the algorithmic, or oper- 
ational, side of mathematics, and which has a bearing on the under- 
standing of the potentialities of electronic computers. And who can say 
for certain that the language of mathematics will not undergo another 
radical change within the next fifty years? 

What influence has the development of mathematics over the last one 
hundred and fifty years exerted on the teaching of the subject in second- 
ary schools? The answer is that, with isolated exceptions no such influ- 
ence is noticeable at all. If a contemporary curriculum in secondary 
school physics or chemistry were based almost exclusively on the develop- 
ment of the subject up to the end of the eighteenth century it would be 
laughed out of court. Yet this is what happened to mathematics uni- 
versally, at least until a very short time ago. There are good reasons for 
this difference. For one thing, most if not all mathematics that was re- 
garded as correct once has stood the test of time, whereas many of the 
concepts of physics and chemistry that are now accepted replaced earlier 
ones that had to be discarded. Yet it is noless true that in mathematics, 
as in physics and chemistry, the available body of knowledge has grown 
enormously during the stated period. This being the case it seems only 
natural that, once in a while, one should survey the new material in 
order to see to what extent it should supplement or even supplant older 
topics in secondary school education. The idea of such surveys is not 
new; indeed, some of the leading mathematicians of past generations 
took an interest in the secondary school curriculum. Nevertheless it is 
true that during the last sixty years the result of such studies consisted 
largely of the introduction or exclusion of fringe subjects, such as spheri- 
cal trigonometry, or of a change in the method for teaching geometry, 
based partly on pedagogical considerations, or of repeated exits and 
entrances of the calculus, according to the prevailing educational philoso- 

phy of the time and the place. However, in recent years, several groups 
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composed of secondary school educators and of university mathema- 
ticians, have come to the conclusion that a more radical change is de- 
sirable. The report of the Royaumont seminar, which is under review 
here, provides an excellent picture of the prevailing contemporary views 
on the subject. Among those who took part in the seminar were some 
leading mathematicians and mathematical educators from both sides of 
the Atlantic. 

In his opening lecture to the Royaumont seminar, Marshall Stone 
made it clear that he saw the need for a radical change, but did not go 
into details. Dieudonné asked for the inclusion of axiomatic introduction 
to the natural and real number systems in the secondary school 
programme. ‘He emphasized the modern structural notions of algebra, 
as mentioned above. And — his most provocative demand — he wished 
to banish Euclid and Euclid's triangles from the secondary schools. This 
would be replaced by the treatment of geometry as a finite-dimensional 
vector space. In later addresses along the same lines, Choquet and Servais 
detailed the various set-theoretical and algebraic notions whose intro- 
duction is essential to such an approach (union, intersection, etc.; groups, 
rings, fields). Botch described the new, but existing, method for the 
teaching of geometry at German secondary schools. This emphasizes the 
concepts of motion and of reflection and, more generally, considers the 
behaviour of geometrical configurations under different types of transfor- 
mations, in keeping with the spirit of Felix Klein's Programme of Erlangen 
(1872). Maxwell discussed various problems in the teaching of analytical 
geometry and elementary analysis (calculus). He based himself on the 
existing curriculum in England which, in these subjects, offers to the 
gifted secondary school student more than most other programmes. 
Tucker made a case for the teaching of linear programming in secondary 
schools. This subject, which in recent years has come to be of considerable 
practical importance, requires the solution of systems of linear inequali- 
ties subject to certain auxiliary conditions. Finally, Bunt discussed the 
place of probability and statistics in secondary school teaching. 

Later addresses dealt with the training of teachers to cope with a 
modernized programme and with the capacity of the students to absorb 
it. They showed full awareness of the importance of these problems. With 
some goodwill on all sides the difficulties which arise in connection with 
the situation with respect to the second is ‘anybody's guess. 00 

In addition to the report on the Royaumont seminar, New Thinking n 
School Mathematics also contains much ancillary evidence on the present 
state of mathematics at secondary schools. More material of this kind is 
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contained in a companion volume.!) The editors of New Thinking, who 
are clearly in sympathy with the general tenor of the central addresses of 
the Royaumont seminar, have produced a handsome and readable — 
volume although in some places the reader will find it difficult to dis- 
tinguish between report and comment. 

A second companion volume shows in more detail how to carry out 
the ideas of the Royaumont seminar.?) It is the result of the labours of a 
working party which was animated by the same spirit. Anybody who 
expected that the reforms suggested at Royaumont would be toned down | 
in a concrete proposal will be disappointed. The programme detailed here 
is a realization of the more radical ideas advanced at Royaumont, down 
to the terminology of Bourbaki. There are the groups, rings, and fields, 
which are indeed the fundamental structures of modern algebra. There is 
the emphasis on the general mapping concept. And among those absent, | 
there are many of the proverbial topics of traditional secondary school 
mathematics, such as the more complicated geometrical constructions. 
The working party had no time to consider the details of a new programme 

. for analysis (differential and integral calculus) beyond the mere mention 
of some modern concepts which might be introduced here. This is un- 
fortunate since Dieudonné, in his address, indicated quite clearly that, 
in his view, the teaching of analysis, like that of algebra and of geometry, 
is not satisfactory. On the other hand it is a fact that there are many im- 
portant mathematicians, like the signatories of the Stanford letter 
mentioned at the beginning of this article, who believe that classical 
analysis (in a way which is different in scope but not in essence from the 
course sketched by Maxwell) embodies all that is most durable in mathe- 
matics at the highest level. 

As mentioned earlier, the effort of the group whose reports are under 
review here is not isolated. A series of brochures issued by the School 
Mathematics Study Group in the United States has a similar, though 
more modest, aim in view. In fact, a survey of the existing situation in 
this field was clearly overdue. It was also reasonable to expect that some 
of the older material would have to be discarded in the process. Professor 
Wittenberg 3) asks how it is that the same people who would refuse to 
dispense with parts of traditional geometry in order to make room for 
more humanistic studies, are perfectly willing to replace the same ma- 
terial by some modern mathematics. But this criticism is refuted by the 

1) School Mathematics in OEEC Countries, Organisation for European Econo- 
mic Cooperation, not dated. 

2) Synopses for Modern Secondary School Mathematics, Organisation for European 


Economic Cooperation, not dated, pp. 310. 
3) Loc. cit. 
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anecdote of the drunkard who, with two brands of beer at his disposal, 
consistently imbibed brand A. When asked whether he did so because 
brand B was bad he answered, “There is no bad beer. But there is good 
beer and better beer”. 

Nevertheless we may ask whether the proponents of the ideas under 
review have not been too lighthearted in their disdain for some of the 
material that is taught now and whether in some cases their contempt is 
not merely due to familiarity. For example, the idea that non-linear 
algebra is relatively unimportant led one of the participants to suggest 
that even the solution of the general quadratic equation can be eliminated 
from the curriculum. Yet any mathematician will recall at least half a 
dozen places in mathematics (at least some of which can be introduced 
already at school) where the simple expression 62-gac which occurs in 
the solution of the quadratic equation is of crucial importance. This is a 
fact which expresses the characteristic universality of mathematical 
constructs no less than the abstract notions which dominate modern 
mathematics. Similar remarks apply to certain topics of elementary ge- 
ometry, as observed already by some of the participants in the Royau- 
mont seminar. We may also ask whether, faced with the many and varied 
achievements of modern mathematics, the members of the OEEC group 
have made the right choice. Other groups have proposed other subjects 
such as the topology of geometrical bodies (roughly, the study of the 
properties of a body which are maintained when the body is flexed, ex- 
tended, or deformed in any way without tearing, e.g. the property of 
having just two holes), or mathematical logic. The latter subject was 
mentioned at Royaumont but was not included in the Synopses. In the 
Synopses, the definition of a variable, which is a matter of logic, is in fact 
faulty and the same applies to the definition of equality. Has a system- 
atic survey been made in this respect? Finally, while the pupil is now 
invited to view a multitude of majestic structures that were quite un- 
known to previous generations of youngsters, little attention is paid here 
to routine drill and to ingenuity. This is again in keeping with the de- 
velopment of modern mathematics in which, to the regret of many, 
system building has largely replaced problem solving. Yet both routine 
skill and ingenuity form an essential part of the intellectual equipment 
of modern man. And it is a happy fact (paraphrasing a theorem of 
A. Church) that no robot will everreplaceman and his ad hocingenuity as 
a problem solver even in apparently simple branches of mathematics 
like elementary arithmetic. h 

To sum up, this writer is entirely in sympathy with the general aims 
of the OEEC group and to a large extent approves also of its detailed pro- 
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posals. But he believes that their effort should be supplemented by a 
Systematic survey of the whole field of modern mathematics with regard 
to the purpose in hand and by a more careful screening of the existing 
topics that the group wishes to consign to limbo. Contrary to Professor 


Dieudonné’s opinion, the triangle may yet turn out to be no less enduring ` 


in secondary school mathematics than it has proved to be in other 
spheres of life. 


DIE NEUERE MATHEMATIK IM UNTERRICHT 
AN DEN HÓHEREN SCHULEN 


von ABRAHAM ROBINSON, Jerusalem 


Der vorliegende Artikel wurde angeregt durch die Veróffentlichung des Berichts 
über das OEEC Seminar über den Mathematikunterricht an hóheren Schulen 
(Royaumont, November-Dezember 1959). Nach einer kurzen historischen Ein- 
führung geht Verf. ausführlich auf die Hauptpunkte ein, die von den Rednern des 
Seminars behandelt wurden, und führt auch kritische Stimmen an, die sich nach- 
her von verschiedenen Seiten erhoben. In seinem Kommentar zu den auf dem Semi- 
nar gemachten Vorschligen vertritt er die Ansicht, daB eine durchgreifende Reform 
der Mathematiklehrpläne unbedingt der Zeit entsprechend und wünschenswert sei. 
Er billigt auch viele der Einzelempfehlungen, die in einem Sonderbericht einer 
Gruppe enthalten sind, die spáter von dem gleichen Gremium einberufen wurde. 
Er meint jedoch, daf eine noch eingehendere Prüfung notwendig sei, um die richtige 
Wahl bei der Einführung neuer Themen und der Ausmerzung álterer treffen zu 
können. Er tritt unbedingt für die Beibehaltung der Grundlagen der routinemäßi- 
gen Fertigkeiten sowie eines schópferischen Denkens ein, die nach wie vor von 
hervorragendem Bildungswert sind. 


LES MATHEMATIQUES MODERNES ET L'ENSEIGNEMENT 
SECONDAIRE 


par ABRAHAM ROBINSON, Jérusalem 


Cet article fut inspiré par la publication du rapport sur l'OEEC séminaire sur 
l'enseignement des mathématiques aux écoles secondaires (Royaumont, novembre- 
décembre 1959). Aprés une briéve introduction historique, l'auteur entre dans les 
détails des points principaux traités par les orateurs et fait également mention de 
voix critiques surgies plus tard de divers quartiers. En commentant les suggestions 
faites au séminaire, il insiste qu'une réforme décisive des programmes mathéma- 
tiques soit certainement actuelle et désirable. Aussi approuve-t-il d'un grand nom- 
bre des recommandations détaillées comprises dans un rapport spécial d'un groupe 
qui s'était réuni plus tard sous les mémes auspices. Il est d'avis, cependant, que des 
recherches plus approfondies soient nécessaires pour assurer un bon choix dans 
l'introduction de nouveaux aspects et dans l'élimination de plus anciens. D'autre 
part, il insiste sur la préservation des éléments et de routine et d'invention puisque 

celles-ci continuent à étre d'une importance supréme dans l'éducation. 


L'EDUCATION ET LA FORMATION DU PERSONNEL 
ENSEIGNANT DANS UN PAYS EN PLEIN DEVELOPPEMENT: 
LA JAMAIQUE 


par GILBERT L. DE LANDSHEERE, Liége 


Dans l'ensemble des nations qui ont conquis depuis peu leur indépen- 
dance politique ou sont sur le point de l'obtenir, la Jamaique est un point 
de repére extrémement intéressant à observer. En effet, ses réalisations 
éducatives peuvent étre considérées comme une étape intermédiaire 
entre la situation des jeunes Etats d'Afrique centrale, par exemple, et 
celle des pays hautement industrialisés de l'Occident. 

Cet article voudrait étre plus qu'une synthése de lectures et d'obser- 
vations directes. Il souhaiterait rendre hommage à l'effort d'un peuple 
qui, sous la direction de leaders compétents, progresse à un rythme ex- 
ceptionnellement rapide. 

Nous avons laissé à notre exposé la forme de notes d'enquéte qui con- 
vient mieux, croyons-nous, à la présentation d'un systéme en constante 
évolution. 

Avant et pendant notre séjour à la Jamaique, le Dr. Elsa H. Walters, 
de l'University College of the West Indies, nous a apporté une collabo- 
ration infatigable et nous a livré le fruit de son expérience extraordinaire 
en matiére d'enseignement dans les Caraibes. Nous avons aussi trouvé 
partout une aide agissante au Ministére de l'Education, à Kingston, et 
avons pu notamment disposer du rapport du Committee on the Develop- 
ment of Teacher-Training in Jamaica, document dont nous utilisons de 
nombreuses données. Enfin, Mr. J. J. Figueroa et ses collègues du Dépar- 
tement de l'Education de l'Université des Indes Occidentales nous ont 
réservé le meilleur accueil. 


Il n'est pas possible de traiter de la formation des maítres d'un pays 
déterminé sans se référer à la situation générale de celui-ci et au degré de 
développement de son systéme éducatif. . 

La premiére partie de cette étude présente donc quelques traits de 
l'arriére-plan nécessaire. 

La seconde partie est entiérement consacrée à la formation et au per- 
fectionnement des maîtres. Le problème du développement de l'enseigne- 
ment élémentaire dominant tous les autres, nous nous sommes surtout 
arrété à la préparation des instituteurs. 


42 GILBERT L. DE LANDSHEERE 


I. Le cadre 


Ile la plus importante de la nouvelle Fédération des Indes Occidentales 
(fondée en 1958), la Jamaïque en constitue aussi le centre culturel.!) 
Longue de 240 km et large de 80 km, elle couvre environ 11.500 km? et 
compte 1,7 million d'habitants dont 1/5 résident à Kingston, la capitale. 
La population comprend 98% de gens de couleur, dont une forte majorité 
de noirs. 

Découverte par Christophe Colomb en 1494 et donc espagnole à l'ori- 

gine, la Jamaique devint colonie anglaise en 1655. Cette année-ci elle 
obtiendra son indépendance mais restera membre du Commonwealth 
britannique. Aujourd'hui elle jouit déjà d'une autonomie à peu prés 
aussi compléte que le Canada. 

La langue véhiculaire est l'anglais. Toutefois, celui-ci est fort dénaturé 
dans les milieux non-cultivés: grammaire simplifiée, mots omis, conson- 
nes finales supprimées, intonation différente. 

Les ressources principales de l’île sont, dans l'ordre: la bauxite, la 
canne à sucre, le tourisme, les bananes, le rhum et le café. Le pays fait un 
gros effort d'industrialisation; l'implantation d'entreprises industrielles 
nouvelles et la construction d'hótels sont encouragées par une exemption 
de tous impóts pendant 7 ans. 

La religion anglicane est la plus répandue; on trouve ensuite des bap- 
tistes, des méthodistes, des presbytériens, des catholiques romains et 
des juifs. | 

Bien qu'elle fut découverte par l'Occident il y aura bientót cinq siécles 
et malgré des échanges culturels déjà anciens avec l'Angleterre, la Ja- 
maique est encore un pays jeune, en plein développement. 

Parmi les impressions qui assaillent le visiteur, deux dominent: la vo- 
lonté des forces vives de la nation de contribuer à la grandeur d'un pays 
où le souvenir de l'esclavage reste vif, et la compétence et la maturité des 
dirigeants — qui continuent d'ailleurs de s'entourer de spécialistes anglo- 
saxons partout oü ils en sentent le besoin. 

La Jamaique est loin d'étre un pays sans problémes. Elle se débat 
contre de grosses difficultés économiques (p. ex.: nécessité urgente de 
relever le revenu per capita), sociales (p. ex.: bidonvilles, surpopulation 
de certaines zones) et politiques (p. ex.: les Rastafari, secte anarchiste 
de plus en plus puissante). 

Devant pratiquer une politique d'urgence dans de nombreux domaines, 

1) La Fédération des Indes Occidentales compte 10 membres: la Jamaique, là 


Barbade, la Trinité et Tobago, Montserrat, Antigua, la Dominique, Grenade, Saint 
Kitts-N: evis-Anguila, Sainte-Lucie, et Saint-Vincent. 
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le Gouvernement a néanmoins estimé que les efforts principaux devaient 
étre consacrés à un programme à long terme et a, pour cette raison, ré- 
servé la priorité à l'éducation. 

Cette volonté apparait nettement dans les budgets 1958-1959 et 1960— 
1961 dont nous reproduisons les postes principaux: 


1958 — 1959 1960 — 1961 
Recettes: 34.382.000 £ 38.490.000 £ 
Dépenses 
Education 4.647.000 £ 5.801.000 £ dont: 
— Constructions scol. : 728.000 £ 
— Bourses d'études et 
subsides pour l'en- 
seignt. secondaire : 921.000 £ 
— Enseignt. primaire : 2.450.000 £ 
- Enseignt. technique : 333,000 £ 
— Bourses d’études 
universitaires 3 160.000 £ 
Agriculture 4.169.000 £ 3.798.000 £ 
Santé 3.497.000 £ 4.118.000 £ 
Ponts et chaussées 2.629.000 £ 3.129.000 £ 
Police et Justice 2.198.000 £ 2.472.000 £ 


Postes et ch. de fer 3.034.000 £ 2.814.000 £ 
Administration ? 4.085.000 £ 1) 2) 


Notons enfin que la première institution commune aux dix pays de la 
Fédération des Indes Occidentales fut l'University College of the West 
Indies dont la fondation précéda de dix ans la constitution politique de 
la Fédération. 

L'Université joue un rôle primordial dans le développement de la nou- 
velle nation. Dans le domaine de l'éducation, notamment, on ne peut 
qu'admirer l'esprit de saine collaboration qui régne entre les services 
Souvernementaux, les anciennes institutions d'enseignement et le nou- 
veau département de pédagogie de l'Université. ; 

Lorsqu'en 1954, le Dr. E. Walters quitta sa chaire de pédagogie à 
l'Université de Londres pour aider la Fédération à développer son en- 
seignement, elle trouva en maints endroits une situation qui fut, par 
ee pon 


1) Ct. Jamaica Now, juillet 1958, n° 1, Vol. 1 et avril 1960, n° 10, Vol. 2. 
SE ge comparatif, signalons qu'en 1951, au moment où l'UNESCO fit son 
Hätte mondiale sur l'éducation, la Jamaïque consacrait proportionnellement 
5 fois plus d'argent à l'éducation que le Congo Belge alors que, dans ce dernier 
Ur taux d'analphabétisme était estimé à 66% contre 26% pour l'île des 
raibes, 


ct UNESCO, L'éducation dans le monde, Paris, 1955, p. 133 et p. 758. 
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aprés, décrite par le Carnegie Corporation of New York Quaterly 1): cadres 
de l'enseignement élémentaires squelettiques, plus de la moitié des 
maîtres non qualifiés, ‘‘élèves-instituteurs” commençant à enseigner - 
dés 14 ans — des classes comptant parfois plus de 70 éléves, batiments 

' insuffisants, matériel scolaire rudimentaire. Les méthodes d'enseignement 
souffraient aussi de ces conditions: l'apprentissage de mémoire et la réci- 
tation occupaient la plupart du temps. 

Certes, la situation n'était plus aussi grave à la Jamaique méme, sauf 
en quelques points isolés. Elle était cependant loin d'étre brillante. C'est 
pourquoi les premiers efforts concertés portérent sur la formation des 
maitres. 

Mais, avant d'étudier cette question, il est nécessaire de jeter un regard 
sur le systéme éducatif général, tel qu'il se présente aujourd'hui. 


La Jamaique a peu développé l'enseignement maternel. Les autorités 
nous ont paru conscientes de l'importance de cette premiére éducation 
scolaire,?) mais comme dans beaucoup de pays en voie de développement, 
il leur a été impossible de généraliser en méme temps le gardien et le 
primaire. 

Toutes les écoles élémentaires urbaines ou rurales que nous avons visi- 
tées sont surpeuplées. Un exemple parmi d'autres: l'école rurale de San- 

. guinetti compte 395 élèves pour 4 instituteurs (dont deux seulement ont 
recu une formation pédagogique satisfaisante) et un directeur. 

Le plus souvent, l'enseignement se donne dans des conditions que nous 
considérerions comme inacceptables. A cause de la grande chaleur et 
faute de pouvoir utiliser les procédés modernes de conditionnement, 
beaucoup d'écoles ont été construites en préaux. Il n'est donc pas rare de 
trouver 4 ou 5 classes, de 60-70 éléves chacune, que pratiquement rien 
ne sépare pendant les lecons. 

Or, malgré les nombreuses sources d'inattention et d'indiscipline, le 
bruit est relativement peu élevé et, si le déchet est grand, la qualité de 
certains résultats obtenus surprend. 

Le silence des enfants s'expliquerait en premier lieu par l'attitude pa- 
rentale: dans les familles, les enfants sont en effet constamment invités 
à garder le silence en présence des adultes; en outre, la motivation serait 
trés forte, la jeunesse jamaicaine s'entendant répéter que seules les études 
la sauveront de la pauvreté. Il conviendrait d'examiner si d'autres fac- 


1) Cf. University in the Sun, juillet 1960, Vol. VIII, n° 3. 
2) Nous avons d'ailleurs pu visiter, entre autres, le jardin d'enfants de Central 
Branch, à Kingston, oà malgré la surpopulation on faisait de l'excellent travail. 
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Organisation de l'enseignement 
Age 1 1 
22 Gd College of University 
21 2 E Art, Science College of 
20 6 3 à and Technolo- the West ` 
19 Ecoles 8 E £y. (“Full et Indies 
18 | normales 3 8 “part-time”’) 
nN 
17 ; ot 3 41 
16 iun Ecoles Ecoles 
15 PP Camp de techniques secondaires 
14 Senior jeunesse wth 
13 Schools ZVIT agricole 
12 n 
11 
10 719 écoles élémentaires 
9 “All Age Schools” 2) 
8 
7 
6 
5 Ecoles maternelles “Basic schools" Ecoles prépara- “Dame 
officielles et toires privées schools” 
` “Infant centres” 


1) Les “Senior Schools", écoles du secondaire inférieur sont relativement peu 
nombreuses. Elles sont plus proches des "Comprehensive Junior High Schools’’ 
américaines que des écoles moyennes belges: l'aspect pré-professionnel, pré-tech- 
nique ou ménager y est bien bonu La Papine School, prés de Kingston, consti- 


tue un trés bel exemple de ce type d'école. d AME 
2) Les “All Age Schools” sont essentiellement des écoles élémentaires qui dis- 


pensent l'enseignement jusqu'à 15 ans. 


teurs physiques, psychologiques et culturels n'influencent pas les éléves, 
mais nous n'en avons pas eu le loisir. 

Il est difficile de porter un jugement général sur la valeur de l'enseigne- 
ment primaire, les lecons auxquelles nous avons assisté étant de valeur 
fort différente. Les meilleurs maitres nous semblent atteindre le niveau 
enviable où l'enseignant se dégage du formalisme; chez les autres, on 
trouve encore beaucoup de leçons mécaniques et méme de mémorisation 
brutale. 

Mais les autorités pédagogiques qui guident les instituteurs et les insti- 
tutrices semblent avoir compris où se trouvent les vrais problémes et 
agissent en conséquence. C'est sans doute pourquoi l'enseignement ja- 
maicain donne une impression de dynamisme. On sent souvent un effort 
de concrétisation et l'usage des audio-visuels est encouragé avec succés. 
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Une grande importance est accordée à la diététique. Non seulement 
des repas bien équilibrés sont servis à midi (collaboration de l'UNICEF) 
mais, dans plusieurs classes, nous avons trouvé des tableaux fort intuitifs, 
souvent élaborés par les instituteurs mémes, soulignant la nécessité et 
les moyens d'une alimentation rationelle. Les informations recueillies au 
Ministére de l'Education confirment d'ailleurs le sentiment de déer 
vateur: la jeunesse jamaicaine est saine. 1 

Les maitres sont aidés de facon de plus en plus efficace par des instruc- 
tions précises, sans étre entravantes. Ainsi, le syllabus qui accompagne | 
les nouveaux livres d'apprentissage de la lecture, édités par le Ministère, | 
apporte certainement une aide précieuse. Il faut aussi noter deux excel- 
lents petits ouvrages rédigés par des commissions pédagogiques: Sug- | 

gestions to Teachers in Primary Schools (1959) et Suggestions to Teachers 
in Senior Schools and Departments (1961). 

Le temps nous a manqué pour visiter l'école d’agriculture et les éta- 
blissements du secondaire supérieur, généraux et technidues; ces derniers 
ne sont d'ailleurs encore fréquentés que par une minorité. 

Nous ne nous arréterons pas non plus à l'University College of the 
West Indies (UCWI). L'Université comporte les facultés et écoles sui- 
vantes: arts, sciences naturelles, sciences sociales, médecine, éducation | 
et une école d'agronomie créée récemment à la Trinidad. Comme les 
autres, le département de l'éducation est en plein développement. 

Nous ne pouvons terminer ces notes schématiques sans souligner l'en- 
couragement accordé par le gouvernement à tous les mouvements et aux | 
clubs de jeunesse. Il existe actuellement 198 clubs réunissant au total 3 
7.519 membres. 

Nous avons pu assister à la séance annuelle statutaire du Conseil des 
Clubs de Jeunesse de la Jamaique. Cette séance était présidée par le Gou- 
verneur de l'ile et nous avons été impressionné par l'intérét agissant des 
diverses autorités présentes. 

Enfin, nous nous sommes rendu au camp de jeunesse de Cobbla, situé 
dans la montagne. Ce camp accueille des garcons de 14 à 15-16 ans qui 
ne fréquentent plus d'école et dont l'oisiveté constituerait un graye 
danger moral. Les installations présentent un certain aspect militaire. 
Mais nous avons été frappé par l'atmosphére détendue qui régnait dans | 
ce groupe de 650 jeunes gens. Ils font vivre la communauté par leur travail 
et peuvent apprendre différents métiers: tailleur, mécanicien de garage 
coiffeur, agriculteur, horticulteur, éleveur (petit et grand élevage), etc... 
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| II. La Formation des maîtres 


La Jamaique éprouve un urgent besoin de maitres plus nombreux et 
mieux formés. 

D'une part, le nombre d'éléves augmente rapidement, non seulement 
B cause de l'accroissement de la population, mais aussi par suite de la 
politique gouvernementale qui, depuis 1957, s'est fixé pour objectif d'as- 
surer au moins 5 années d'éducation élémentaire à tous les enfants de 
- l'île qui veulent s'instruire. Il n'existe pas encore de scolarité obligatoire, 
mais elle est envisagée pour un avenir assez proche. 

D'autre part, un grand nombre d'instituteurs en fonction n'ont regu 
aucune formation pédagogique systématique. L'objectif actuel est que 
les 2/3 des institutéurs en fonction soient formés pour 1967. 

Cet effort est conforme aux résolutions de la Premiére Conférence Ré- 
gionale sur la Fogmation des Maitres, tenue en 1957, à la Trinidad.!) Cette 
ambition sem odeste, mais se heurte en réalité à de grandes difficul- 
tés, d'ordre budgétaire notamment: plusieurs iles de la Fédération ne 
pourraient pas payer les traitements plus &levés auxquels auraient droit 
les enseignants diplómés. 

Il existe 6 écoles normales à la Jamaique: 

4 sont du type classique européen; 

1 est un centre de formation pour les meilleurs maitres qui professent 
sans avoir jamais fréquenté d’école de pédagogie; 

1 est un centre de formation accélérée en 22 semaines (cours d'orien- 
^. tation). 

Les quatre premiéres écoles sont anciennes: Y'ainée, Mico College, fut 
fondée en 1836, soit trois ans aprés l'abolition de l'esclavage; Bethlehem 
College, Shortwood College et St Joseph's College datent respectivement 
de 1861, 1885 et 1887. 

Les centres de formation sont, par contre, récents; leur fondation 
coincide avec l'acheminement du pays vers son indépendance: 1956 

oneague Training College) et 1958 (Caledonia Junior College). 
ple développement des quatre premiéres écoles fut relativement lent. 


1) A cette époque, les pourcentages de maîtres en fonction ayant reçu une for- 
mation pédagogique EE dans une Ecole Normale ou dans un Training 
College étaient estimés comme suit: 


Antigua 40% Montserrat 21% 
La Barbade 25%  " Saint Kitts 20% 
La Dominique 9% . Sainte-Lucie 6% 
Grenade 8% Saint-Vincent 6% 


La Jamaïque 44% La Trinité 
D Cf. Elsa H. Walters, Teacher Training Colleges in th 
niversity Press 1960, p. 123. 
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Mico College, le plus important, ne comptait encore que 50 éléves en 1886. 
Or, il fournissait, et fournit encore parfois, des instituteurs pour toutes 
les Caraïbes. Beaucoup de leaders actuels sont des anciens éléves de Mico. 

Les progrés ne s'accélérérent vraiment qu'aprés la Seconde Guerre 
mondiale et, actuellement, les populations scolaires sont approximative- 
ment les suivantes 1): 


Mico College 200 étudiants 
Bethlehem College 120 (60 en 1946) 
Shortwood College 200 (60 en 1952) 


St Joseph Training College 120 


Le petit nombre d'éléves diplómés dans le passé et le fait qu'ils ne pro- 
venaient pas tous de la Jamaique expliquent la situation difficile d'au- 
jourd'hui. 

En 1955, on estimait que 56% des 4.500 enseignants en service n'avaient 
regu aucune formation pédagogique spécialisée. La qualité des autres 
membres du personnel était naturellement fort variable. La méme année, 
un programme d’intensification de l'éducation fut élaboré et mis en appli- 
cation avec les conseils éclairés de quelques spécialistes britanniques de 1 
la formation des maitres, dont l'éminente Miss E. Walters. Un an aprés, 
le Moneague College entrait en activité et il a, depuis lors, perfectionné 
100 enseignants chaque année. Depuis 1958, à raison de deux sessions par 
an, le Caledonia Junior College a, de son cóté, entrainé un millier d'é- 
tudiants. 

Comme dans les notes qui suivent, nous faisons allusion à diverses 
catégories administratives de maîtres, nous croyons utile de présenter un M 
tableau de synthèse de la structure du personnel enseignant.) 


Classification du personnel enseignant 
Enseignement primaire 


Directeurs d'école: I Ecole de plus de 500 élèves 


D de 300 à 500 
III de 150 à 300 
IV de moins de 150 éléves 


1) Ces chiffres ainsi que de nombreuses autres données qui suivent sont extraits 
du Report of the Committee on ihe Development of Teacher Training in Jamaica | 
Ministry of Education, Jamaica, W.I., déc. 1960. 
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Instituteurs diplómés d' Ecole normale: 
Catégorie I Diplôme d'Ecole normale + Cambridge Higher School 
. Certificate. 
II Diplôme d’Ecole normale, uniquement. 


Instituteurs non diplômés d' Ecole normale: 
Catégorie I Pas de formation pédagogique, mais Higher School 
Certificate. 
II Ont passé le 2ème examen de l'Ecole normale ou possé- 
dent le School Certificate, Grade I or 2. 
III Ont passé le ler examen de l'Ecole normale ou possédent 
le School Certificate, Grade 3. 
IV Possédent seulement le Jamaica Certificate of Education 
ou son équivalent. 
Engagés à l'essai; disposent de 6 ans pour acquérir les 
titres requis en catégorie III. Si, au bout de ce délai, 
ils n'ont pas subi avec succès les épreuves requises, ils 
sont rayés de la liste des instituteurs qui peuvent fonc- 
tionner dans les écoles subsidiées par l'Etat. 
Maîtres spéciaux (375): économie domestique, travail manuel, enseignement ar- 
tistique, agriculture. 


Enseignement secondaire 
41 High Schools (Grammar Schools) subsidiées, comptant 843 enseignants: 


479 détiennent un diplóme universitaire; 
364 se rangent dans les catégories allant de: Instituteur diplómé catégorie T à 


non diplómé, catégorie III. 5 
Pour mémoire: 3 écoles techniques, 2 centres de formation pratique, 1 école 


d'agriculture, 6 écoles normales. 


La Situation jusqu'en 1957 

Jusqu'en 1957, il suffisait d'avoir terminé l'école primaire et d'avoir 
passé un petit examen (Pupil Teachers’ Examination) pour étre autorisé 
à enseigner. 


Aprés quelques années de pratique, les plus ambitieux ou les plus favo- 


risés de ces jeunes “élèves-maîtres” suivaient les cours d'une école nor- 
ns successifs aprés une 


male (3 ans) ou se présentaient aux trois exame 
préparation autodidacte. 
Le plus grand nombre restait fort inculte. 


Après 1957 
Comme nous l'avons dit, 1957 vit le début d'un effort considérable, 


tant sur le plan quantitatif que sur le plan qualitatif. ! 
La formation des maitres selon la voie normale (école élémentaire, 


éventuellement un peu d'études secondaires, puis école normale de 3 ans) 


De sera pas étudiée ici. C'est l'acheminement traditionnel. 
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Nous nous arréterons, par contre, aux cours de formation accélérée et 
aux cours de perfectionnement. 


Formation accélérée 

A Vheure actuelle, et sauf quelques exceptions, on ne permet plus que 
de jeunes adolescents commencent à enseigner dés leur sortie de l'école 
élémentaire. Ils doivent, en principe, avoir atteint l’âge de 18 ans pour 
devenir instituteurs. Parmi ceux qui se destinent à cette carriére, les uns 
restent oisifs en attendant l’âge requis,!) les autres fréquentent une ou 
deux années de l'école secondaire. f 

Avant d'entrer en fonction, les candidats doivent subir le Third Jamai- 
can Local Examination (anciennement: Pupil Teachers’ Examination), 
petite épreuve d’aptitude servant a éliminer les jeunes gens insuffisants 
sur le plan intellectuel, moral ou physique. 

Les jeunes maîtres acquièrent leur première expérience de facon tout 
à fait empirique. Comme nous l'avons signalé dans le tableau, p. 48-49, ils 
disposent de 6 ans pour passer un examen équivalent à celui de la pre- 
miére année d'école normale. 

Toutefois, d'immenses progrés sont maintenant réalisés gráce aux cours 
de formation accélérée de 22 semaines, donnés au Caledonia Junior Col- 
lege. Aprés quelques tàtonnements, l'école de Caledonia est devenue un 
internat.2) Les locaux, tant de travail que de séjour, sont loin d’étre 
luxueux. Il s'agit d'une ancienne maison privée, assez spacieuse, dont les 
moindres recoins sont exploités. Le staff est peu nombreux: 5 professeurs 
et un directeur. On livre ici une véritable bataille contre le temps et les 
difficultés et l'admiration du visiteur va également à l'opiniátreté et 
au dévouement total des maitres et à la bonne volonté des éléves. 

Le succés d'une entreprise comme celle-ci dépend, dans une large me- 
sure, de son chef. Le directeur actuel, issu de l'enseignement primaire, 
dirige son école de main de maitre, L'administration centrale lui accorde 
une indépendance presque totale; il est seul à décider, en dernier ressort, 
de l'admission d'un éléve, ce qui lui a permis, dés le début, de dresser un 
barrage inflexible contre tout favoritisme politique. Une liberté tout 
aussi grande lui est accordée quant à l'utilisation du budget. 

Quand la confiance accordée est méritée — ce qui est le cas — une telle 
politique est évidemment la plus efficace. Cet esprit de pionniers où le 


1) Voir le plan d'organisation, p. 45: “Hiatus.” 
2) Le Caledonia Junior College est situé au centre de Kingston. Les étudiants, 
en majorité des jeunes filles, y viennent de toutes les parties de l’île. Non seulement 


les problèmes de logement et d'entretien étaient difficiles à résoudre individuelle- 


ment, mais les dangers moraux étaient grands. De plus, la vie d'internat perme 
un entrainement plus intensif. 
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sens des responsabilités se combine à la volonté d'action explique cer- 
tainement dans une large mesure les progrés rapides que nous avons sou- 
vent constatés à la Jamaique. 

Deux promotions de 150 élèves chacune sortent chaque année de 
Caledonia. 

La formation accélérée poursuit trois buts fondamentaux: perfection- 
ner, autant que possible, la connaissance de la langue maternelle; fixer 
fermement chez l'éléve les notions d'anglais et d'arithmétique qu'il 
devra. enseigner; faire acquérir, surtout par la pratique et l'observation 
dirigée, sur le terrain, les premiers éléments de psychologie pédagogique 
et de psychologie. Les étudiants apprennent aussi à utiliser et à con- 
fectionner le matériel didactique de base. 

L'éventail des cours est le suivant: 


A. Branches obligatoires 

1. Education: psychologie 
méthodologie 
pratique de l’enseignement 

2. Anglais: grammaire, littérature générale, littérature enfantine, 
critique de livres, t re 

3. Principes d'arithmétique. 

4. Travail individuel: enquéte sur un aspect de la communauté ou 

construction d'un matériel didactique. 
5. Arts. 


B. Branches à option 
Groupe I: éducation physique 


travail à l'aiguille 
Groupe II: étude du milieu 
religion. 
N.B.: Le choix doit obligatoirement se porter sur une branche de 
chaque groupe. 


Examens. — Les questions sont rédigées par les professeurs et soumises 
pour approbation à un professeur du Département de l'Education de 
l'Université. 

Tout académisme est évité. La formation se veut utilitaire et immé- 
diatement efficace: pensée et action sont étroitement associées. G 

Nous avons, entre autres, visité la classe d'une éléve récemment sortie 
de Caledonia, à Denham Town. L'institutrice donnait une lecon de gram- 
maire, assez délicate pour une débutante. Il était évident qu'elle suivait 
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fidélement un plan de lecon type. Malgré des maladresses inévitables, le t 
but de la lecon fut atteint. On ne peut guére en demander plus. | 

Jusqu'à présent, le Caledonia Junior College a travaillé dans des con- 
ditions très difficiles. On espère que le rapport professeur/élèves sera bien: 
tôt porté à 1/15 et qu'un sous-directeur sera nommé. On envisage aussi 
la création d'une seconde école du méme type en un autre endroit de l’île. 


Cours bar corresbondance 


Nous avons dit plus haut que les jeunes gens entrainés à Caledonia | 
diposent de six ans pour présenter la premiére épreuve de l'enseignement 
normal régulier. Pour les aider à se préparer, le Gouvernement organise 
un cours par correspondance qui, de nouveau, vise à perfectionner les — 
connaissances générales et la formation pédagogique. 

Le programme d'études comprend l'anglais, l'arithmétique, la péda- - 
gogie et une ou deux branches à option (mathématiques, histoire, gët: M 
graphie, littérature anglaise, religion). L'élève devra aussi lire un certain M 
nombre d'ouvrages mis à sa disposition. Il devra en outre soumettre des 
préparations de lecons qui seront renvoyées aprés correction. Si le jeune 
maitre a la chance de travailler aux cótés d'un instituteur expérimenté, 

il trouvera en ce dernier un conseiller fort utile. 

Il n'y a pas de délai rigide pour suivre le cours. Les organisateurs ont 
voulu tenir compte de la grande variété des conditions dans lesquelles les 
éléves travaillent. Normalement, le cours est couvert en deux ou trois ans 
et est suivi d'un examen écrit. Si l'épreuve est réussie, le maitre passe de 
la catégorie IV à la catégorie III, son traitement est amélioré et son 
emploi peut devenir définitif. De plus, l’élève-maître peut alors s'inscrire 
à un cours normal de 2 ans qui lui procurera le titre d'instituteur diplômé: 
Fin 1960, 453 étudiants suivaient les cours par correspondance et fin 
1961, les premiers candidats se présenteront à l'examen. 2 

La Commission pour le Developpement de la Formation des Maitres 
à la Jamaique recommande actuellement une extension de ces cours. 
Elle souhaite que la direction en soit assurée par un spécialiste de l'ensei- 
gnement par correspondance. Elle souligne, en outre, que les cours 
doivent conduire l'étudiant à l'observation directe et au travail pratique 
et qu'il faut prendre toutes les précautions possibles pour empêcher où 
décourager l'étude mécanique ne visant qu'au succés de l'examen. 

La technique de cet examen n'est d'ailleurs pas encore définie et on 
espère trouver un moyen qui réduirait la composition écrite au mini- 
mum. SC 
Il est aussi important d'établir des relations humaines aussi étroit « 
que possible entre l'étudiant et le centre du cours par correspondance 


d 
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Dans la pratique, beaucoup d'éléves rendent visite au directeur du cours 


4 l'occasion d'un passage à Kingston; souvent, les entretiens se transfor- 
ment en véritables leçons particulières. 

Nous pensons toutefois que ce n'est pas suffisant et que les visites au 
centre ne devraient pas étre laissées au seul hasard. Des séminaires de- 
vraient, à notre avis, compléter le cours par correspondance. 


Cours de perfectionnement 

Le Moneague Training College s'adresse aux maítres qui fonctionnent 
depuis plusieurs années déjà et n'ont souvent suivi aucun cours systéma- 
tique de pédagogie. La formation à Moneague dure un an: Chaque pro- 
motion compte une centaine de participants (des institutrices surtout 
bien que, théoriquement l'institut soit mixte) qui, pendant leurs études, 
continuent à percevoir leur traitement normal mais doivent payer leur 
pension (environ les 2/3 du traitement). Selon le degré de réussite, les 
diplómés de Moneague voient leur statut s'améliorer, parfois dans une 
mesure considérable. 

Pour étre admis à suivre ces cours, les candidats doivent introduire 
une demande personnelle, appuyée par des certificats du directeur de 
l'école où ils travaillent, de l'inspecteur et d'un prêtre ou d'un pasteur; 
ils doivent aussi se présenter à une interview. On ne retient, en général, 
que les candidats âgés d'au moins 24 ans qui, de facon autodidacte, ont 
acquis des connaissances correspondant au programme de la premiére 
année d’école normale. 

Le staff de l'école comprend: une directrice, 8 professeurs (pédagogie, 
méthodologie, anglais, sciences, économie domestique, arts et travaux 
manuels, musique), 1 bibliothécaire chargé de cours, une économe et une 
assistante, une secrétaire et une dactylo. 

Selon leur désir, les étudiants sont préparés soit pour l'enseignement 
primaire (Junior Schools, 6-12 ans), soit pour l'enseignement secondaire 
inférieur (Senior Schools, 12-15 ans). 

Les cours suivants sont offerts: 


I. Formation professionnelle i 
Etude de l'enfant, psychologie. Principes de pédagogie. 
Méthodologies générale et spéciales. 

Anglais, y compris littérature. 
IL Formation théorique 
D Groupe A: sciences et histoire i 
Groupe B: géographie et mathématiques 
Groupe C: musique et religion. 
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III. Formation pratique 
Economie domestique 
Arts et travail manuel 
Education physique. 


Tous les éléves doivent suivre les cours de la catégorie I, plus le chant 
choral et les sports (jeux). 

Les maitres qui se spécialisent pour l'enseignement primaire doivent, 
€n outre, choisir 3 branches (une de chaque groupe) de la catégorie II et 
une branche de la catégorie III. 

Ceux qui se destinent à l'enseignement secondaire doivent pratique- 
ment suivre tous les cours. 

Les éléves doivent, de plus, enseigner au moins 5 semaines à l'école 
d'application et Soumettre, en fin d'études, un travail personnel, sur un 
sujet au choix, comptant 5.000 mots minimum. 


l'année, En cas d'échec à l'examen écrit, dans le travail personnel ou en 
pratique de l'enseignement, le candidat peut se représenter, deux fois 
maximum, à des sessions suivantes, à condition de se soumettre chaque 
fois à une nouvelle période d'entrainement. 


Le programme des activités et l'atmosphére de l'école montrent que 
l'on s'efforce non seulement d'accroitre la compétence professionnelle des 
enseignants, mais que l'on vise aussi à l'épanouissement de toute leur 


Le Conseil responsable de la formation des maitres 
(Board of T. eacher-Training) i 
Ce conseil fonctionne depuis 1956 et se compose des directeurs et direc- 
trices des écoles normales, d'un délégué du Ministre de l'Education et 
d'un représentant de l'Université. 
Le conseil est responsable devant le Ministre et a pour mission: 
4) de donner avis sur tous les problémes éducatifs concernant la for- 


Il n'est pas indiqué de décrire ici, par le menu, toutes les activités dg 
Conseil. En voici seulement quelques aspects frappants. 
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Approbation de nouveaux programmes de cours. — Tout changement de 
programme est d'abord discuté, dans l'école qui prend l'initiative du 
projet, entre les professeurs de la branche et le directeur. Le projet 
est ensuite soumis à une commission de spécialistes composée de tous 
les professeurs de la branche intéressée, fonctionnant dans l'enseignement 
normal, et présidée par un professeur de l'Univer sité. De ce fait, 
l'Université a donc l'occasion d'exercer une influence directe sur les 
programmes. 

Le Conseil intervient à son tour et envisage surtout l'incidence de la 
modification proposée sur l'ensemble du programme. 

Est-il besoin de souligner l'importance du processus démocratique qui 
associe tous les maîtres aux efforts de perfectionnement des études? 


Examens. — Pour chaque branche, les questions d'examens sont préparées 
par la commission de spécialistes que nous venons de décrire. Ici aussi, le 
contact est donc direct avec l'Université et le rapport entre les professeurs 
des différentes écoles est assuré. Il nous semble remarquable que les correc- 
teurs des examens attirent immédiatement l'attention du Conseil s'ils ren- 
contrent des réponses stéréotypées tendant à indiquer qu'une école se 
Soucie plus du succés aux examens que de l'éducation véritable. 


Dans son rapport récent, le Committee on the Development of Teacher- 
Training in Jamaica recommande une réorganisation du Conseil qui com- 
prendrait alors 18 membres: f 
3 représentants du Ministère de l'Education, dont un serait le secrétaire 

du Conseil ; 

3 représentants de l'Université, dont deux maximum viendraient du 

Département de l'Education; 

D représentants des Ecoles normales: 3 directeurs et 3 professeurs; 


représentant du College of Arts, Science and Technology; 

représentant de l'Association des directeurs d'écoles; 

Teprésentant du syndicat des enseignants jamaicains; 

Teprésentant du Conseil consultatif de l'Instruction publique; 
Teprésentant de l'Association des services de formation des maitres; 
citoyen dévoué au bien public, nommé par le Ministre de l'Education. 
Les membres recevraient un mandat de trois ans et ne seraient qu'une 
fois rééligibles. 


Le Personnel des écoles normales 

` Pour la Jamaïque, le Committee considère que le rapport idéal profes- 
Seur/étudiants serait de 1 /12. Toutefois, dans les conditions actuelles, le 
Tapport 1/13 paraît seul réaliste et ce chiffre a été retenu comme norme. 
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Vu le programme d'études adopté et pour assurer l'enseignement de 
différentes disciplines par un corps professoral employé full-time, on 
estime qu'une école normale devrait compter 18 professeurs et donc au 
moins 240 éléves. Les experts jamaicains sont en outre d'avis que la 
population d'une école normale ne devrait pas dépasser 300 étudiants. 

Dans le cas d'une école de 240 étudiants, les 18 professeurs se réparti- 
raient comme suit: 


4 professeurs de pédagogie 
4 " de langue maternelle 
4 » pour l'histoire, la géographie et les sciences 
6 5 pour l'économie domestique, la religion, la musique, les 
arts et les travaux manuels, les mathématiques et l'édu- 
cation physique. 
Pour un établissement comptant 300 éléves, les chiffres ci-dessus de- 
viendraient 5 - 5 — 5 — 7, 
Pour chaque école (toutes des internats), on prévoit le personnel ad- 
ministratif suivant: 
pour 240 étudiants: | directeur 
1 comptable 
1 secrétaire 
2 dactylos 
1 bibliothécaire 
1 infirmière et 1 assistante. 
Pour 300 étudiants: un sous-directeur, half-time, en plus. 


Perfectionnement des professeurs 


Des cours de perfectionnement, organisés selon les besoins par le Dé 
partement de l'Education de l'Université sont prévus. Aprés quelques 
années de fonction, les professeurs seront aussi envoyés à l'étranger afin 
d'y étudier un systéme éducatif différent du leur et d'observer, en parti- 
culier, comment les problémes relatifs à la formation des maítres y sont 
résolus. 

On se propose aussi d'envoyer tous les directeurs d'établissements dans 
des Universités étrangéres, notamment pour y suivre des cours d'édu- 
cation comparée. 


Ecoles d'application 


Les différentes Ecoles normales disposent d'écoles d'application. On 
s'efforce de donner à celles-ci un caractére de plus en plus expérimental. 


Les autorités espérent pouvoir recruter un certain nombre de professeurs M 
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pour les Ecoles normales dans le personnel d'élite des écoles d'application. 


Signalons que les Normaliens visitent le plus grand nombre d'écoles 
possible pendant leurs études. 


Le Personnel des enseignements primaire et secondaire inférieur: les besoins 

Il est du plus haut intérêt d'examiner l'estimation des besoins d'un 
pays en plein développement, d'autant plus que ceux-ci ont été évalués 
par des spécialistes expérimentés et réalistes. 

Pour évaluer les besoins jusqu'en 1967, le Committee a tenu compte de 
Six facteurs: i 
1. Estimation de la population enfantine du groupe d’äge de 7 à 15 ans, 

jusqu'en 1967. 

2. Estimation du nombre d'enseignants disponibles, pour la méme pé- 

riode, grâce notamment aux divers systèmes de formation accélérée. 

3. Rapport maître/élèves réalisable, compte tenu des ressources humaines 
et matérielles. 

. Introduction éventuelle de la scolarité obligatoire, de 7 à 12 ans. 

. Qualification des maîtres désirés. 

Pourcentage de maîtres formés abandonnant l'enseignement (“wastage 
rate”). Le wastage rate est évalué à 2%, ce qui nous parait fort peu. 
Dans les conditions actuelles, il semble qu'un rapport maître/élèves de 

1/50 soit réaliste et qu'il le restera pendant quelques années encore. Certes, 

nous l'avons vu, il n'est pas rare que, dans les écoles rurales surtout, le 

rapport soit 1/75, 1/80. Mais on espère apporter une premiére correction 
par une meilleure répartition géographique des instituteurs. 

On tient aussi compte d'environ 20% d'absences quotidiennes. 

Comme il est peu probable que la scolarité obligatoire puisse être com- 
plétement appliquée pour 1967, le Committee, se référant à la fréquen- 
tation en 1959 (83% des enfants entre 7 et 15 ans), a considéré que 90% 
environ de la population enfantine du groupe d'âge considéré fréquente- 
raient l'école en 1967. 

Ces considérations permettent d’établir les chiffres suivants: 


nap 


Population enfantine 


Groupe d’âge de 7 à 15 ans: 1960 315.100 
1967 402.800 
90% de 402.800 362.520 


On prévoit que 13.000 de ces enfants entreront dans l'enseignement 


secondaire proprement dit ou dans l'enseignement technique. Pour ces 


“deux types d'enseignements, la population totale est estimée à 26.000 


‚Pour 1967. 
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Enseignants nécessaires 

Sur la base du rapport 1/50, les besoins seraient donc de 7.250 enseignants. 
Or, au ler janvier 1960, il existait: 5.137 enseignants, dont 2.537 formés 
et 2.600 non formés. Pour que les 2/3 du personnel aient recu une for- 
mation pour 1967, il faut porter le nombre d'instituteurs qualifiés à 4.833. 
D'aprés la production probable des écoles normales existantes, on n'at- 
teindrait, en 1967, que le chiffre de 3.553. Il faut donc trouver des moyens 
spéciaux pour préparer 1.280 maítres supplémentaires. 


Les spécialistes essaient actuellement de résoudre ce probléme. Si l'on 
prévoit un déchet interne de 5% et un déchet externe de 2%, il faut in- 
troduire chaque année 240 candidats instituteurs en plus dans les cycles 
de formation accélérée. 

Comme le remarquent bien les membres du Committee, la situation, 
aprés 1967, sera probablement aussi compliquée étant donné le taux d’ac- 
croissement de la population toujours plus élevé. 


Bureau de publications 

La Jamaique ressentait durement le manque de matériel et de manuels 
Scolaires adaptés à sa culture. Considérant, avec raison, que la distri- 
bution de livres plus adéquats constituait un moyen facile d'élever la 
qualité de l'enseignement, le Ministre de l'Education créa, il y a trois ans, 
un Bureau des Publications. 

Le travail accompli en aussi peu de temps est remarquable. Nous 
avons particulièrement admiré les premiers livres de lecture, composés 
selon les techniques américaines récentes. 

Le Bureau est dirigé par deux spécialistes, assistés d'un conseiller ar- 
tistique; ils disposent de deux secrétaires. Les livres sont rédigés soit par 
le Bureau méme, soit par des enseignants qui soumettent leurs manuscrits. 
Si ces derniers sont acceptés, le Bureau achéte les droits d'auteur. Quand 
les textes soumis ne répondent pas à un besoin urgent ou ne présentent 
pas de qualités suffisantes, le Bureau offre ses conseils mais ne se charge 
pas de l'édition. 

Le Bureau reste en contact étroit avec les écoles où il expérimente 
d'ailleurs le matériel et les manuels avant de les publier. Il examine aussi 
les ouvrages étrangers qui lui sont envoyés et donne son avis sur l'oppor- 
tunité de leur usage par les maítres ou par les éléves. 

On fait une nette distinction entre le programme de publications à court 
terme et le programme à long terme. Alors que, pour le premier, les be- 
soins étaient évidents, l'élaboration du second se fera en collaboration 
avec l'Université. 


-— 
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III. Conclusion générale 


La Jamaique constitue un bel exemple d'un pays en plein développe- 
ment, qui prend de plus en plus conscience de ses potentialités. Il serait 
vain de vouloir porter un jugement absolu — d'ailleurs toujours impossible 
- sur la valeur de son système éducatif et de ses maîtres. Plus le travail 
fait dans l'ile des Caraibes nous est devenu familier, plus nous avons 
éprouvé de l'admiration pour la rapidité des progrés réalisés et pour le 
dynamisme des éducateurs et de leurs chefs. 

Répétons-le, de crainte que notre enthousiasme sous-jacent n'ait par- 
fois donné une image fausse des réalités: considérés du point de vue de 
nos meilleures réalisations occidentales, les standards jamaicains restent 
encore souvent trés bas. Toutefois, les meilleures réalisations jamaicaines 
atteignent un niveau qualitatif au moins égal au nótre. 

Il sera intéressant d'examiner de nouveau la situation de ce jeune pays 
dans une génération. 


EDUCATION AND TEACHER TRAINING 
IN A RAPIDLY DEVELOPING COUNTRY: JAMAICA 


by GILBERT L. DE LANDSHEERE, Liège 


This article attempts to describe as objectively as possible a particular stage of 
educational developments and, at the same time, to pay tribute to the efforts of a 
country which, under skilful leadership, is making rapid strides forward. On the 
basis of personal observation and with the help of a wealth of material, made 
available to him, the author presents a sketch of the general situation and the edu- 
cational system in Jamaica. He then examines the problems which have presented 
themselves in the training of teachers. : i 

In 1957, only 44% of practising teachers in Jamaica had received any systematic 
training. The situation was even worse in the other islands of the West Indian Feder- 
ation, e.g. 6% in St. Vincent. In accordance with a resolution adopted by the First 
Regional Conference on Teacher Training, held in Trinidad during the same year, 
it is planned that, by 1967, two thirds of all teachers should have received training. 


The author goes on to show how — to meet this demand — in addition to 4 ancient 


coll instituti created which provide shortened and con- 
wahr ae ET describes the work of these new 


densed forms of initial and further training. He t role of corre- 
types of colleges and comments on their achievements. The important role 


Spondence courses is also stressed. Soda ing and controlling functions of 


Attention is drawn to the co-ordina EE itati 
the Board of Teacher Training. There is, furthermore, a qualitative and ONS 
analysis of thé personnel requirements for teacher training, as well E for apud 
and secondary schools. Finally, the role and function of the Publications Branc! 
of the Ministry of Education are outlined. 
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SCHULWESEN UND LEHRERBILDUNG 
IN EINEM ENTWICKLUNGSLAND: JAMAIKA 


von GILBERT L. DE LANDSHEERE, Lüttich 


Der Artikel versucht, eine möglichst objektive Darstellung eines Landes zu 
geben, das, wie der Autor besonders hervorhebt, sich unter geschickter Führung 
in einem äußerst schnellen Tempo entwickelt. Auf Grund persönlicher Eindrücke 
und einer Fülle ihm zur Verfügung gestellten Materials beschreibt Verf. die gegen- 
würtige Lage auf Jamaika sowie das Erziehungswesen des Landes. Er wendet sich 
dann besonders dem Problem der Lehrerbildung zu. 

Im Jahre 1957 hatten nur 44% aller Lehrer der Insel eine vollstándige páda- 
gogische Ausbildung genossen. Auf den anderen Inseln Westindiens war die Lage 
noch schlimmer; auf St. Vincent z.B. waren es nur 6%. Auf Grund der auf der 
ersten regionalen Tagung über Lehrerbildung (Trinidad 1957) gefaBten Beschlüsse 
sollen bis 1967 zwei Drittel aller Lehrer ausgebildet sein. 

Verf. beschreibt dann, wie neben den vier bestehenden Lehrerseminaren neue 
Ausbildungsstätten geschaffen wurden, die eine beschleunigte Aus- und Weiter- 
bildung ermóglichen. Die Arbeit dieser neuartigen Institute wird besprochen und 
auf die wichtige Rolle des Korrespondenzunterrichts hingewiesen. 

Eine gewisse Koordinierung, Richtunggebung und Überwachung liegt in den 
Händen des Board of Teacher-Training. Der Artikel bringt ferner qualitative und 
quantitative Angaben über das für die Lehrerausbildung und für den Unterricht 
an Volks- und höheren Schulen benötigte Lehrpersonal Zum Schluß beschreibt 
Verf. die Aufgaben des Publications Branch des Erziehungsministeriums. 


THE SIGNIFICANCE OF EDUCATION IN HUMAN BEHAVIOR 
FOR THE SOCIAL DEVELOPMENT OF CHILDREN 


by RALPEH H. OJEMANN, Iowa City 


Some years ago when we were making observations of the behavior of 
American parents and teachers toward children, we reached the con- 
clusion that in the main adults tended to deal with child behavior as a 
surface phenomenon instead of taking account of the factors underlying 
or causing the behavior. Our observations also suggested that such an 
arbitrary judgmental approach to behavior tended to produce conflicts 
and emotional strains in both adult and child. 

For example, if a school child frequently quarreled or fought with 
other children, a teacher who approached his behavior as a surface phe- 
nomenon might attempt to stop it by such methods as admonition, repri- 
mand, isolation, or punishment, without thinking about or inquiring into 
the causes of this pupil's behavior. In other words, the teacher would be 
using procedures of an arbitrary or judgmental nature. Meanwhile, the 
feelings which were producing the quarrelsomeness on the part of the 
child did not abate or, very likely, became intensified because of the 
teacher's use of surface methods. Thus the child continued under a strain 
and would probably attempt more vigorous action. The teacher, ob- 
Serving that her attempts to stop the interfering behavior were unsuc- 
cessful, would, in turn, intensify her efforts to halt it. So the whole round 
of strains would rise to a new level. 

Observation of the behavior of parents toward children revealed, by 
and large, a similar situation. Analyses of parental behavior often showed 
a sequence somewhat as follows: In the early years of a child's life, parents 
would try to control him by telling him what to do, punishing him, 
coaxing him, and so on, without giving much consideration to underlying 
dynamics of his behavior. When these procedures failed after years of 
trial, some parents would give up. This left the child to his own devices 
for meeting problems and he often failed to find satisfying and cooperative 
solutions. Other parents would doggedly persist, only to meet with 
increasing resistance and conflict. k 

Since the child tends to learn from the examples set by his parents and 
teachers, we might expect that he, too, would develop more of an arbi- 
trary surface approach to the behavior of others. Several investi- 
gations (14, 20) have provided data showing that this is indeed the case. 
Stiles (20), for example, found that the mean score of procedures for 
dealing with the behavior of other children in six groups in grades four, 
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five, and six ranged from 1.41 to 2.22 on a seven-point scale with “1” 
representing the arbitrary judgmental extreme and “7” representing the 
scientifically causal end. 


Suggestions Derived from Early Observations 

An analysis of behavior on the part of parents, teachers, and children 
suggested that if an effective program of learning experiences could be 
designed to develop a deeper appreciation of the causes and consequences 
of behavior, the chances of blocking strong motivations in others (and 
also in oneself) would be lessened and the chances for cooperative or 
mutually satisfying interaction increased. 

Accordingly, a series of studies was undertaken (a) if a change from a 
“surface-arbitrary-judgmental” approach to a more causal approach 
could be made; and (b) if a change could be brought about, what would 
be the effects? 

These questions were studied in an exploratory way in the investi- 
gations of Wilkinson and Ojemann (17), Morgan (9), Stiles (20), and others. 
It was found that changes could be made and that evidences of reduced 
conflict and an increase in cooperative behavior were being obtained. 


The Study of Human Behavior in the School Curriculum 


These results suggested that it would be helpful to develop a sequence 
of experiences beginning in the early years and extending into the adult 
level. When we were developing plans for such a sequence of experiences, 
a disturbing observation was made. There were already a number of areas 
or subjects in the school curriculum which dealt rather directly with 
human behavior. Examples are social studies, English (human behavior 
in literature and writing), certain aspects of health, home economics 
(family relationships) and guidance. How could it happen that in spite 
of these opportunities to study human development, people were growing 
up with a surface approach to behavior as was the case with the parents, 
teachers, and children whom we had observed? Why did the surface 
approach seem to persist in our culture? 

A careful study of this question led to an examination of the content 
and method of several subjects as taught in schools, and this revealed 
an interesting situation. 


It can perhaps best be described by an example (which we have frequently used) 
from community civics. When we examine the discussion in an ordinary civics book 
of such a problem as crime, we find a description of how the police force is organ- 
ized, its functions as prescribed by law, methods for detecting and apprehending 
criminals, and information on the system of courts, training schools, and prisons. 
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We may also find a short discussion indicating that crime is somewhat associated 
with economically underprivileged conditions. 

Such an approach treats crime as a surface phenomenon. We can show this by 
considering the questions we would ask if we approached criminal behavior in terms 
of its causes. Are the ways in which the police and the courts handle a criminal such 
that after they apprehend him, they try to find out how the behavior developed 
and then take such knowledge into account in their reactions toward him? Do they 
try to find out in each case whether the causes can be controlled or eliminated so 
that the criminal can be rehabilitated into a self-respecting, cooperating citizen and 
not be a constant threat to other members of society? Or, if he cannot be rehabili- 
tated, is he then effectively isolated? In other words, do the present systems that 
society has set up study a criminal to find out the causes of his behavior and then 
base their treatment of him on those findings? 

Furthermore, if criminal behavior has causes, then real protection from the 
criminal requires that the community find out and change those conditions that 
produced him. Real protection — both in the sense of protection from direct damage 
to life and property which the criminal may inflict and also in the sense that taking 
care of criminals is a drain on the other citizens - comes when people in the com- 
munity are aware of the forces that tend to produce crime and, further, when they 
seek to change those forces. 

In considering what forces are operative in producing criminal behavior, we will 
have to go beyond the observations that poverty and similar conditions are 
somewhat correlated with crime and ask the more penetrating question — how does 
it happen that some persons living in a given environment become criminals, while 
Other persons living in the same home or same neighborhood do not? These 
questions are not considered in the usual textbook on civics. The treatment is 


largely surficial in character. 


Such an analysis of the problem indicated to us that if we wished to 
develop individuals with a deepened sensitivity to the dynamics of be- 
havior, so that we could investigate effects of increased sensitivity, we 
would have to develop appropriate teaching content. Moreover, we would 
have to train teachers to teach such content and to practice (i.e., demon- 
strate) the understanding approach in their daily interactions with 
pupils. In the development of such a program, it would help if parents 
demonstrated a measure of sensitivity to the dynamics of behavior in 
family interactions in the home. This would involve some education of 
parents in this area. 

To facilitate the subsequent discussion of the development of such a 
program of experiences and the testing of its effects, use will be made of 
the terms “non-causal” and “causal” orientation. An elaboration of the 
meaning of these terms is needed (8) and will be supplied at this point. 
Meaning of “Causal Orientation” 

The reader will recall the example used in the opening paragraphs of 
the child who found himself in frequent overt conflicts with other children. 
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Such behavior could be motivated by feelings of inadequacy or a feeling 
of having suffered unfair discrimination. If a child feels inadequate or 
discriminated against, scolding, isolation, or other punitive treatments 
will not help him cope with this feeling. The feeling will tend to remain 
in spite of such measures or may even be aggravated because of them, 
thus adding to the child's strain. Such methods of dealing with children 
are adopted by adults who do not look below the surface but take a non- 
causal, or surface, approach to behavior. 

In contrast to a non-causal approach, an adult could react to such be- 
havior by taking account of the causes underlying it and by trying to 
help the child eliminate the feeling behind the behavior. This is one aspect 
of a causal orientation. 

Similarly, a child faced with a problem may try to work it out by 
adopting some arbitrary method, such as acting on impulse or following 
a set rule. On the other hand, he may attempt to define the real nature 
of the problem. He may think of a variety of alternative ways of meeting 
the situation, then consider the probable consequences of the various 
alternatives, and, in the light of these data, determine what to do. 

In the example we are using, the child who feels he has to prove him- 
self has available a variety of alternatives, such as fighting to prove his 
power, bragging, or developing some skill that will make a contribution 
to group play. Each of these alternatives may be considered in terms of 
its probable effects on the particular situation in which the child finds 
himself. He may try talking over these alternatives and their possible 
consequences with a trusted friend, adviser, or teacher, and then try the 
method that seems to have the long-range effects that he desires. 

Acting on impulse or following a set rule would be a non-dynamic or 
non-causal approach. Considering the alternatives and their probable 
effects would be a more dynamic or causal approach. 

A convenient way to think of the basic purpose of education in human 
behavior is to think of it as an attempt to develop a causal orientation 
toward the social environment much as the purpose of education in the 
natural sciences is to develop a causal orientation toward the physical 
environment. There was a time in history when man did not take a very 
thoroughgoing causal approach toward his physical environment. He 
attempted to deal with disease, for example, by using procedures based 
not on the causes of the illness but on superstitions or other untested 
assumptions. Today children are taught a causal approach to physical 
science beginning in the earliest years. 

The philosophically minded reader may question the use of the term 
causal and non-causal if they are used to imply the older meaning of 
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“non-probability thinking", characteristic of physics before the develop- 
ment of the quantum theory. As a full discussion of this question would 
take us afield at this point, only a brief statement will be made here.!) The 
concept of causal orientation, as used here, makes full use of the proba- 
bility conceptions of our knowledge of observed relationships and does 
not assume a non-probability type of thinking. A causal, or dynamic, 
orientation is, then, a method of approach to a social situation. Use of 
such methods characterizes a person who, when faced with a social situ- 
ation, considers how it may have developed; and when he has some indi- 
cation as to its probable meaning, he considers several alternative 
methods of dealing with it, weighing each of the alternatives in terms of 
probable consequences. 

The concept may further be clarified by considering a question that 
has been asked repeatedly; namely, doesn't the teaching of a causal 
approach assume that we know all the causes of behavior? We do not, of 
course, have all the answers. But if we do not know the cause of a given 
behavior pattern, how can we teach a causal approach toward it? 

These questions may be answered through analogy by considering the 
present situation with respect to cancer. We do not know the causes of 
cancer in any detail as yet, but we teach a causal approach toward it. 
We do not expect a doctor to handle a case of cancer as if he knows all 
the answers, but we expect him to inquire as best he can. At the same 
time we encourage support on the part of the general public for investi- 
gations to find out the causes. The phrase causal orientation as used here 
implies that the emphasis is on a method of approach to social situations 
that will recognize the importance of taking an inquiring attitude and 
exercising a flexibility that is based on a consideration of alternatives and 
their probable consequences. 

The causal approach to behavior thus involves two major aspects: 
I. It involves an appreciation of how the behavior may have de- 
veloped. How did it come about? What factors produced it? 


II. It also involves a sensitivity to various alternative ways in 
which a given situation may be worked out and some of the probable 
consequences, both immediate and remote, of each alternative under 
specified conditions. Human behavior has both a historical reference 

— that is, it developed in some way — and a future reference — that is, 

it tends to have certain effects under specified conditions. To note 
YA fuller di i i MANN, Ralph H.: “The Significance of 
a ee x An) OJEMANN, Ralph H., BRANDON, Vera 
H., Grant, Eva I., and others: Researches in Parent Education IV. Univ. Iowa 
Stud., Stud. in Child Welfare, 1939, XVII, Pp. 181, p. 98-112. 
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both aspects is important. There is some danger that the term causal 
may imply only the historical reference. A causal individual as here 
defined is one who is sensitive to the probable future consequences 
of behavior as well as to how behavior developed from the past. 


Appreciating how behavior developed involves: 

a) Being aware that the underlying dynamics of behavior are complex. 

b) Having the ability to assume alternate multiple explanations of be- 
havior, etc. 

c) Taking an attitude which leads to consistent attempts to "see 
things from the viewpoint of others". 

d) Appreciating the need for developing methods for analyzing be- 
havior. 

e) Being aware of the probability nature of judgments about causes. 


Social Causality MATRIX 


Aspects of the Social Environment 
Behavior of ... 
Levels of causal understanding in 
approaches to social environment Other Characters 
Children | Teacher | Parent ana Self 
Groups 


Rather consistently shows no con- 
cern for or awareness of complex 
dynamics (causes, alternatives, ef- 
fects); that is, uses arbitrary judg- 
mentalor pseudo-causalapproaches 
in interaction with environment 
(stereotyping, rationalizing, magi- 
cal explanations). 

Shows in a few approaches to the 
environment awareness of complex 
dynamics. 


Recognizes in many of the appro- 
aches complex cause and effect re- 
lations with need for search for 
most probable hypotheses. 


Rather consistently recognizes 
complex causation and need for 
search for most probable hypo- 
theses. 
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A parallel set of items can be drawn up for alternatives and consequences: 

a) Being aware that the effects of behavior are complex and may be 
both immediate and remote. 

b) Being able to think of sev eral alternative ways of solving a situation. 

c) Seeking to estimate the probable consequences of each alternative 
both immediate and remote. 

d) Appreciating the need for increasing one's knowledge of the proba- 
ble consequences. 

e) Having an awareness of the probability nature of judgments about 
effects. : 

The whole idea can be put into a social causality matrix, as shown iu 
the chart opposite. 

The left-hand column describes various approaches to the social en- 
vironment that an individual may make. For example, an adult may try 
to deal with child behavior with no concern for how it developed or what 
it may mean to the child. This would be an example of a surface approach 
- first box in the left-hand column under “Levels of Causal Under- 
standing". The causal approaches are represented by rows three and four. 
The columns under “Aspects of the Social Environment" represent only 
a few suggestions. The table can be extended to include other aspects of 
the social environment and thus the right-hand side of the table is to be 
considered as “open”. 


Nature of Causal Curriculum 

This elaboration of the meaning of an understanding and appreciation 
of behavior dynamics or causal orientation is helpful in describing some 
of the types of teaching content or sequences of experiences we have de- 
vised to develop this sensitivity in the child. It is not possible to describe 
here all of the content that has been prepared. Some examples will serve 
to illustrate its general nature. Hu 

One type of material we have devised for the primary level consists of 
narrative or dramatic presentations, each of which describes some be- 
havior situation. After the situation has been set forth, some character 
in the story begins to make a surface approach to it, then rethinks his 
proposed reaction and makes a more causal approach. Some of the ways 
in which the behavior may have developed come out and one of the 
characters in the narrative acts in the light of these data. The situation 
has a reality about it in that someone begins to make a surface approach 
which children in our culture experience quite frequently. But the story 
also introduces a more causal way of living — a way that takes account 
of the meaning or the causes of behavior instead of its overt form. 
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To encourage the child to develop a more generalized conception and 
to prevent him from thinking only of incidents involving himself, situ- 
ations are described involving children older and younger than himself 
and children from quite different environments. There is some obser- 
vational evidence that situations involving people different from the 
child tend to be less emotionally charged and, therefore, less difficult for 
the child to consider causally in the early discussions. 

Each narrative is preceded by a short introduction which the teacher 
may use to highlight the main idea or purpose of the story. A discussion 
follows the reading, the purpose of which is to bring out the differences 
in procedure when one thinks of causes as contrasted with giving principal 
attention to the overt forms of behavior. The discussion is also designed 
to consider alternative ways of meeting situations and some of the proba- 
ble effects of these alternatives. The teacher can use these materials as 
part of the offerings in the regular "story period". 

At the various grade levels use is also made of expositions to help the 
child understand and appreciate the work of persons with whom he 
interacts directly. One example of this type of materials is entitled “The 
Work of the Teacher", a simplified discussion contrasting the conception 
oftheteacher as "someone whose main job is to check up on you" with 
the conception of her role as "a guide to help you learn". The logical 
implications of the “guide to help you” concept are discussed, including 
what alternatives and their respective probable consequences are available 
to the child when he finds his learning experiences not challenging. In- 
cluded also is a discussion of how it may help the teacher to “tell her when 
something is worrying you". The purpose of the material is to help the 
child gain some understanding of the behavior of the teacher, her feelings, 
and her methods. It is also designed to help the child make a beginning 
in learning that he has a part in arranging his social environment. Similar 
material has been prepared to help the child gain appreciation of the 
work of parents and other adults in his social environment. 

Since pupils at the intermediate levels can read, syllabi, worksheets, 
and other material to be read by pupils can be prepared. However, at 
this level, as at the primary level, the pupil also learns from what he ob- 
serves of the behavior of the teacher in the daily interactions with the 
class. Hence, the integrated program includes at all levels the training 
of teachers to practice the causal approach in the daily activities in the 
classroom. In its full development the integrated plan expects that all 
teachers will apply the principles of causal orientation in daily work in 
the classroom. 

At the intermediate level, the pupil can take more responsibility for 
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his own development. The discussion of the work of the teacher, for ex- 
ample, is extended to include a consideration of how the pupil can help 
to build up his cumulative record for the school, in what areas he can 
keep the teacher informed about his attitudes and feelings, and how he 
can apply what he is learning to his own behavior. At this level, also, 
there is the possibility of using a room council as a laboratory in which 
pupils can apply a causal orientation in a real-life situation. 

Since in the integrated plan, the subject matter areas of social studies, 
health, and reading incorporate material designed to enrich a pupil’s con- 
ception of the dynamics of behavior, it will be helpful to indicate how the 
subject matter areas make their contribution. In elementary social 
studies each of the major topics can be developed in terms of the basic 
factors operating in the behavior of the people involved. The following 
examples, prepared by teachers will illustrate the method used :1) 


Social studies deal with people, their problems, how they have tried to work 
them out and what the effects have been, We can understand all this better if we 
know something about why people act as they do. 

Along with your textbook and reference books, you will be using some workbooks 
that will help you learn more about the behavior of people and what the effects of 
their behavior might be. We are going to try to find out how it happens that people 
act as they do. Here are some questions to keep in mind: 

1. What needs or feelings may people be trying to satisfy ? i 

2. What methods are they using to fulfill their needs or work out their feelings? 
3. What effects do the methods people choose have on others and on themselves? 
4. What might be the results if people chose various other methods? 


Because people adjust to the natural setting in which they live, we can an 
imagine that people who live in one area will have many different experiences from 


people who live in other areas. , ; i 
What are some things about the natural environment which can differ from areh 
les of how each would affect people's 


to area? Let's list a few and give some examp! 

behavior. How do these factors in the environment affect the clothes people bcn 
the kinds of houses they live in, crops they raise, ways of earning a living, interests, 
activities, and so forth? 

1. Average temperatures 4. Water supply and 

28 bodies of water 


2. Average amount of 5. Rocks and minerals 


rainfall ; 
3. Kind of land surface 6. Others you can think 
and kind of soil of 


ees i A Teachi 
1) Excerpts are from the Handbook for Fifth Grade Teachers, 

x She non Behavior and Mental Health. Further exam yes v be M 

in the series of teacher handbooks (18) which have been prepared tor program. 
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When people have different experiences, we can expect that their activities and 
interests will be different. 
1. If I lived close to a shopping center in a city, I would probably (check ome) 
—buy vegetables in a store; —raise vegetables in a garden. 
2. Here is a list of sports and other activities which many people enjoy. Put a “W” 
in front of the activities you think people living near a large body of water would 
be more interested in. Put an “M” in front of the activities you think people living 
in a hilly or mountainous region might be more interested in. Put both letters in 
front of activities you think would be popular in either area, 
—swimming; —tobogganning; —climbing; —skiing; —fishing; 
— motor boating; —sailing; —hiking; —bird-watching; —rock-collecting. 
Because of their different experiences, people don’t react to things or think about 
things in the same way. For example, on a day in summer the weather bureau 
predicts rain. Would the committee which has made elaborate plans for a large 
out-door celebration have the same feelings about this announcement as a farmer 
who has been anxiously watching his crops dry up for lack of rain? What example 


can you think of where people would probably react differently to the same 
situation ? 
de 


We live.in a social environment as well as a physical environment. What do we 
mean by the social environment, and how does it affect our behavior? How do you 
think the social environment in your town might have been different one hundred 
years ago? 

Whether we are studying about people today or whether we are learning about 
people in the past, we can remember that looking only at what a person does may not 
help us much in understanding people and their behavior. In fact, this surface way 
of looking at behavior often leads to misunderstanding. 

A more useful way is to look beneath what the person does to find out why he 
does it. Trying to find the causes often helps us to understand people and their 
behavior better and we are less likely to “blame” them if they do something we 
don't like. 

In order to understand historical events better, we need to realize that ways of 
living in past environments were different from those with which we are familiar. 
We need to gather all the information we can; and then by reading, discussing, 
studying, and thinking about people and their behavior, we can better appreciate 
and understand the when, who, what, where, and why that make up historical events. 


We could give a variety of other examples from both the elementary 
and secondary levels, For example, the study of literature can be guided 
so that it helps the student gain insight into the factors that operate in 
human strivings. The study of history can go beyond a description of the 
type of society or government a people formed and raise questions about 
the effects of the culture on the people who lived in it. To what extent 
did a given culture meet requirements for developing individuals who 
could continue to live together in mutually satisfying adjustment? 

It was indicated earlier that the child learns from the demonstrations 
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provided by the teacher's interaction with others in the daily situations. 
For this reason the teacher is trained not only to teach the “causally 
oriented" content but to practice the causal approach in the daily inter- 
actions with pupils. Descriptions of such training programs have been 
provided elsewhere.(18) 


Effects of Causal Experiences 

Is it possible to increase the child's sensitivity to the dynamics of be- 
havior? Do the experiences produce a more socially causally oriented 
individual? If they do, what is the effect of the increased sensitivity to 
factors underlying behavior? 

A study by Ojemann, Levitt, Lyle, and Whiteside (16) provided data for 
fourth, fifth, and sixth grade subjects relative to the first question. This 
investigation was conducted in a public school in a midwestern communi- 
ty of 80,000. There were 19 subjects in each of the four experimental 
classes (one fourth grade, one fifth grade, and two sixth grade groups) and 
25 in each of the corresponding control classes. A variance analysis of 
LO. scores at the beginning of the investigation indicated no significant 
differences among the experimental and control classes in this dimension. 
A causal test (CT) was developed which consisted of eight descriptions 
of behavior, each followed by a series of true-false items. The test at- 
tempted to tap the child's awareness of the complex, variable nature of 
human behavior. It has a Kuder-Richardson reliability of .63 and corre- 
lates ~.36 with intelligence. The test is scored inversely ; that is, the lower 
the score, the more causally oriented the subject. An analysis of the pre- 
and post-test scores of both experimental and control groups indicated 
that the experimental groups made significant changes in their causal 
orientation as measured by this test. 

A study by Snider (19) indicated that those children who at the be- 
ginning of the program scored in the lower third of the range of scores on a 
Security-insecurity test devised by Kooker (4) gained as much as those in 
the upper third of initial security-insecurity scores. In other words, the 
children giving many behavioral evidences of insecurity gained as much 
On the tests of social causality as those who gave few such indications, 
Snider used six classes, two at the fourth grade level, one at the fifth, 
and three at the sixth. A later study by Ojemann (15), provided data indi- 
cating that these results are not a function of the personality of the 
teacher. In the Ojemann study each of two teachers served one year as a 
control teacher and the subsequent year as an experimental teacher. 
Significant differences appeared in growth toward causal orientation 
when data from each teacher for the two years were compared, In a recent 
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study Muuss (13) provided data from sixth grade subjects who had partici- 
pated in the causal learning program for two years. He found a significant 
difference between the control and one-year groups and also between 
one-year and two-year groups. 

What is the effect of this change toward a greater sensitivity of the 
dynamics of behavior? Data from a number of studies can be assembled 
to help answer this question. The study by Ojemann, Levitt, Lyle and 
Whiteside cited previously included, in addition to the causal test, a test 
on readiness to use immediate punitiveness in dealing with daily situ- 
ations (PST for ‘Problem Situation Test’). This is a 22-item multiple- 
choice test in which the subject is faced with a number of behavior situ- 
ations and six possible ways of dealing with each situation, three puni- 
tive and three nonpunitive. The score is the number of punitive re- 
sponses. It has a test-retest correlation of .71 and correlates with intelli- 
gence —29 at the fifth grade level. Significant differences between the 
experimental and control groups were found on this test, The more 
causal subjects were less ready to use immediately punitive methods. 

These results take on added significance when it is recalled that Levitt 
and Lyle (7) showed that “high scorers” on the PST gave significantly more 
extra-punitive responses and significantly fewer intrapunitive responses 
on the children’s form of the Rosenzweig Picture-Frustration Test. Also, 
the "highs" were more frequently ego-defensive in their responses. 
Stiles (21) had shown in an earlier study, which investigated changes in 
methods used by fourth, fifth, and sixth grade children in handling daily 
behavior situations brought up for consideration in the room council, 
that the causal learning program produced a significant change in the 
direction of decreased punitiveness and toward more concern with under- 
standing before deciding. Levitt (6) has also shown in an analysis of data 
from 278 subjects that there is a significant relationship between cau- 
sality and the tendency to be judgmentally punitive. The correlations 
between the two sets of scores with I.Q. held constant varied from .37 to 
‚Sl, all significant at the one per cent level of confidence. A study by 
Levitt (5) provided data comparing causally trained and control groups at 
the fourth, fifth, and sixth grade levels on the Children's Anti-democratic 
Attitude Scale (CADS). This scale had been shown by Gough, Harris, 
Martin, and Edwards (3) to be related to children's ethnic attitudes. The 
causally trained groups studied by Levitt showed significantly lower 
authoritarian scores at all three grade levels when compared with the 
control groups. 

In a series of studies Muuss found that high causally orientied subjects 
when compared with low causally oriented subjects demonstrated: 
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a) significantly lower authoritarian scores on the CADS (10) 

b) significantly greater tolerance toward ambiguous non-verbal 
stimuli (12) 

c) more likelihood of rejecting verbal statements indicative of intoler- 
ance of ambiguity (10) 

d) significantly higher security scores on the Kooker Security-Inse- 
curity Observational series (11) 

e) significant differences on the Children's Manifest Anxiety Scale 11. 

Bruce(1) reported that sixth grade pupils with high self-ideal discrepancy 
scores who had been in the causally oriented program for two years evi- 
denced significantly less manifest anxiety on the Children's Manifest 
Anxiety Scale than control subjects with equally high self-ideal dis- 
crepancy scores. In other words, it appears that the usual finding that 
high self-ideal discrepancy scores are associated with high manifest 
anxiety scores has to be modified. It appears to hold only for subjects 
low in causal orientation. A growth in causal orientation may change 
this relationship. 


The Significance of a Causal Orientation for Social Development 

There is thus some evidence that the child already at the elementary 
school ages can acquire a deeper understanding of and sensitivity relative 
to the dynamics of behavior. Furthermore, there is evidence that this 
orientation helps the child to deal with daily situations in less authori- 
tarian and less anxiety-producing ways. He seems to be more at home 
in his social environment and able to deal with it more logically and with 
more confidence. e 

Further analysis of the possible effects of a high degree of causal orien- 
tation suggests additional interesting possibilities. With an orientation 
toward the dynamics of behavior it would appear that the child isina 
Position in which it is not necessary to accept or arbitrarily reject the 
Standards and customs of his society or to arbitrarily imitate or ignore 
the behavior of others. Rather he could inquire as to how the standards 
and customs developed, what they mean to the members of his society 
and what functions they are presently serving. He could begin to under- 
stand the functions the mores in actuality are serving. He would not 
have to accept or adopt what he sees. 

The causal orientation toward the soci x 
him to inquire into the probable consequences of specified customs and 
traditions and to seek such knowledge of effects as is available. Further- 
more, he could learn to appreciate the significance of extending man's 


knowledge of probable future consequences as rapidly as feasible so that 


al environment could also lead 
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he and his fellow men will have a broader base for making decisions as to 
ways of living that give highest probability of being developmental for 
them. 1 
If we follow this line of thinking, we can envisage individuals who are _ 
aware that studies of aggressive patterns, withdrawal, and related forms 
of behavior have provided considerable evidence indicating that if people 
have difficulty in meeting the demands for food, activity, rest, self- h 
respect, a sense of personal significance and freedom from or control over 
those forces they believe will be harmful to them, they may attempt to 
solve the difficulty by fighting, withdrawing, stealing and similar forms 
of behavior. There is reason to hypothesize that persons who are sensitive | 
to the findings of such studies and who are interested in the development 
of society may be more highly motivated to learn how to meet their own. d 
demands in ways which are effective for them and at the same time make 
it possible for other persons to find effective and satistying ways of living. 
From this point of view, the most highly socialized individual may be 
thought of as one who is truly motivated to achieve satisfying inter- 
actions with his environment in ways that do not interfere with but 
rather make it possible for others to achieve a developmental adjustment. - 
Instead of producing individuals who satisfy their need for significance — 
by arbitrarily judging others, arbitrarily discriminating against others, M 
doing what Cicero called “crushing others”, it may be possible for society — 
to produce more individuals who are far more skillful than most of us 
presently are in devising and using the ways of living that are at once 
developmental for ourselves and promotive of similar opportunities for 
others. p 
The opposite of accepting the standards and customs of the present H 
order need not be arbitrary rebellion. Through a revolution an old order 
may be replaced with a new but often the new is merely a replacement of 
one form of arbitrary domination and discrimination with another. It is - 
possible to conceive of a more fundamental change, which would involve ` 
learning about the nature of the forces that operate in human behavior, — 
learning a variety of alternative ways of dealing with a given daily 7 
problem, examining each method in terms of its probable consequences 
and using this background in making decisions. 
The problems of the cold war (or of any war) that now plague us may — 
arise at least in part because there are in our society too many individuals - 
who, as a result of their experiences, have learned to achieve their ag: 
curity and status by exercising arbitrary judgment and discrimination, 
or using similar methods, and who have not become skillful in estimatin, 
the probable consequences of their methods of meeting those personality 


EDUCATION IN HUMAN BEHAVIOR 75 


demands. Too often we have failed to devise methods by which children, 
parents, teachers — all men — can meet personality demands in socially 
developmental ways. It appears a plausible hypothesis that investigations 
in the development of a causal orientation with respect to the social 
environment can play a significant role in the socialization of man, If 
human society should develop along these dimensions, it will come ever 
closer to the answer to the question put by Freud in these words: 


“A great part of the struggles of mankind centres round the single task of finding 
some expedient (i.e., satisfying) solution between these individual claims and those 
of the civilized community; it is one of the problems of man's fate whether this 
solution can be arrived at in some particular form of culture or whether the conflict 
will prove irreconcilable.” (2) 


13. 
14. 


- Muuss, Rolf E., “The relationship between 


- Muuss, Rolf E., "A comparison of ‘high al 
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DIE BEDEUTUNG EINER ERZIEHUNG ZU MITMENSCHLICHEM 
VERSTÁNDNIS IN DER SOZIALEN ENTWICKLUNG DES KINDES 


von RALPH H. OJEMANN, Iowa City 


In dieser Arbeit wird die Geschichte eines Forschungsprojekts beschrieben, das 
sich mit der Frage befaBt, wie man Kinder von der frühesten Kindheit an zu einer 
rationalen Haltung im menschlichen Umgang führen kann. Der Autor unterschei- 
det prinzipiell zwischen zwei menschlichen Verhaltensweisen: einerseits dem arbi- 
trary judgemental approach, d.h. vorschnellem willkürlichen Urteilen in Problem- 
Situationen; andererseits der causal orientation, d.h. einer Haltung, die bereit ist, 
eine Situation rational zu überprüfen, verschiedene Môglichkeiten gegeneinander 
abzuwägen und Ursachen auf den Grund zu gehen. Die erste dieser Haltungen ver- 
urteilt er, betrachtet sie aber als eine im menschlichen Verkehr weit verbreitete, 
weil man sie schon von Kindheit an mitbekommt. Die zweite hàlt er für erstrebens- 
wert, und in seinen Arbeiten und in denen seiner Mitarbeiter wurde die Frage be- 
handelt, wie man sie auf erzieherischem Wege bei Kindern, Lehrern und Eltern 
fördern kann. Er berichtet von Versuchen, bei denen an Schulkindern bewußt eine 
solche rationale Orientierung sowie ein Verständnis für die psychologischen Ur- 
sachen menschlichen Verhaltens herangebracht wurden, Tatsächlich hat sich er- 
wiesen, daß Kinder lernen können, mit alltäglichen Situationen in rationalerer 
Weise fertig zu werden und dadurch in ihrem Verhalten weniger autoritär und ver- 
krampft zu sein. Das Kind erfährt, daß es nicht nötig ist, ohne weiteres das, was 
es in der Umwelt beobachtet, zu akzeptieren oder abzulehnen. Es lernt, daß man 
erst einmal den Dingen auf den Grund gehen und überlegen kann, bevor man ur- 
teilt und handelt. Auf diese Weise wird es dazu geführt, bewußt und rationell an 
seiner eigenen sozialen Entwicklung mitzuarbeiten. Weitere Untersuchungen müs- 
sen festzustellen versuchen, wie weit eine solche Methode der Erziehung in causal 
orientation wirklich durchgreifend sein kann. 
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MENER L'ENFANT A UN COMPORTEMENT RATIONNEL 
DANS DES SITUATIONS HUMAINES: 
VALEUR D'UNE TELLE EDUCATION POUR SON DEVELOPPEMENT 
SOCIAL 


par Raten H. OJEMANN, Iowa City 


Ce travail décrit un projet de recherches qui traite des moyens à mettre en oeuvre 
pour amener l'enfant dès ses plus tendres années à prendre une attitude raisonnable 
dans ses relations avec autrui. L'auteur distingue essentiellement deux types de 
comportement humain: d'une part, l’arbitrary judgemental approach, c'est-à-dire le 
jugement précipité et arbitraire dans des situations problématiques; d'autre part, 
la causal orientation, c'est-à-dire l'attitude de quelqu'un qui est prét à examiner 
rationnellement une situation, à peser les diverses possibilités et à rechercher les 
causes. L'auteur condamne la premiére de ces attitudes, mais la considére comme 
trés répandue dans les relations humaines parce qu'on l'acquiert dés l'enfance. La 
seconde lui paraît souhaitable et il se demande avec ses collaborateurs comment on 
pourrait l'éduquer chez les enfants, les maitres et les parents. Il rapporte des expé- 
riences gráce auxquelles des éléves furent amenés à prendre consciemment cette 
orientation rationnelle et à comprendre les causes psychologiques du comportement 
humain, Effectivement il est apparu que des enfants peuvent apprendre à venir 
rationnellement à bout des situations quotidiennes et à se montrer par là moins 
autoritaires et contractés dans leur comportement. L'enfant apprend par expérience 
qu'il n'est pas nécessaire d'accepter ou de rejeter sans fagon ce qu'il observe autour 
de lui. Il apprend qu'on peut d'abord aller au fond des choses et réfléchir avant de 
juger et d'agir. De cette maniére, il est conduit à collaborer consciemment et ration- 
nellement à son propre développement social. De nouvelles recherches doivent es- 
sayer de constater jusqu'où cette méthode d'éducation vers une causal orientation 
a réellement prise sur l'enfant. 
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THE ORGANIZATION OF EDUCATIONAL RESEARCH IN THE 
CZECHOSLOVAK SOCIALIST REPUBLIC 


Educational research in the Czechoslovak Socialist Republic is pursued by vari- 
ous educational centres, research institutes, departments of education in the uni- 
versities and in the teachers' training institutes which are on the same level as uni- 
versities and exist in the capital towns of every region as well as in some district 
towns, and by the Regional Institutes for the Further Training of Teachers. The 
research institutions include the John Amos Comenius Institute of Education of the 
Czechoslovak Academy of Sciences, and the departmental institutions of the Minis- 
try of Education, the Research Institutes of Education in Prague and in Bratislava, 
and the Institute for Vocational Schools. 


The Institute of Education of the Czechoslovak Academy of Sciences 


The John Amos Comenius Institute of Education of the Czechoslovak Academy 
of Sciences was founded in 1954; its main aim is to advance the educational sciences. 
Its tasks are: (a) the scientific solution of basic theoretical problems of education 
and instruction in the present stage of the development of society; (b) scholarly 
work in the history of education with special reference to the work of John Amos 
Comenius and to the progressive traditions in Czech and Slovak education in the 
past; (c) scientific work in the field of educational and developmental psychology 
with special reference to the pedagogical and psychological problems of the teaching 
process. Further tasks of the Institute include (i) training of research personnel in 
the educational sciences, (ii) co-operation with related institutes abroad, (iii) 
furthering the practical application and dissemination of the results of educational 
research, (iv) ensuring the co-ordination of scientific research in education on à 
national scale and (v) other tasks which arise from the needs of society and of the 
scientific research activities of the Institute. The Institute is provisionally divided 
into three sections: a section for the theory of education and teaching, a section for 
the history of education, and a section for educational psychology. The future 
growth of the Institute will most probably necessitate the establishment of further 
sections. 

The Institute employs scientific and junior research workers and a technical 
and administrative staff as well as external workers who assist the Institute in per- 
forming its tasks. The director is assisted by an advisory board of fifteen members 
— the scientific council of the Institute. The members of this council are appointed 
from among the ranks of the scientific workers of the Czechoslovak Academy, the 
universities, the departmental research institutes, the Ministry of Education, and 
of those social organizations which are directly interested in problems of education 
and the teaching of youth. It is desirable that, as far as possible, all the scientific 
subjects which are included in the Institute’s work and also those subjects which 
are related to educational science should be represented on the council. The council 
is presided over by the Institute's director. The duties of the council are as follows: 
to discuss the Institute's plan of work, to see to it that it is carried out, to evaluate 
the Institute's work, to assist in the training of research workers and specialists, and 
to organize scientific discussions and conferences. 
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The Research Institutes of Education s SA 
The Research Institute of Education in Prague was founded in the first weeks 
following the liberation from the Nazi occupation in May 1945. The realization of 
such an institute was the result of the long struggle of the progressive movement 
of Czech teachers. For many decades Czech teachers had been calling for an insti- 
tution which would deal with educational, didactic and methodological problems. 
From the very beginning of its existence the Research Institute of Education 
was a departmental institution of the Ministry of Education and Culture; this 
means that all its efforts have been closely linked with the setting up of the Czecho- 
slovak educational system. In 1947 a similar institute was founded in Bratislava 
as a departmental institution of the Slovak National Council and given the task to 
deal with the same problems as far as Slovak schools and education are concerned. 
In applying educational theory and psychology and on the basis of research in 
these branches of science the two institutes contribute to the practical ad- 
vancement of socialist education and instruction in the basic nine-year schools of 
the first cycle and in the general secondary schools of the second cycle, of preschool 
education, of school and out-of-school activities, of the education and instruction 
of children requiring special care. They investigate the concrete results achieved 
in education and teaching, pupils' progress in school and the development of their 
personality; they study the school curricula and syllabuses of the various subjects, 
assess textbooks and teaching aids, analyse and generalize the experience of 
outstanding teachers and educationalists. On the basis of these studies and in- 
vestigations the institutes prepare methodological guides and handbooks for 
teachers and educationalists and make suggestions to the ministry how the results 
of their findings should be practically introduced in the schools. They also work out 
the scientific principles which should be incorporated into the new textbooks; they 
assist the authors of these textbooks (who are appointed from the ranks of experts 
and who are not on the staffs of the institutes); they examine the suitability of 
these textbooks for classroom teaching from the point of view of content, adequacy, 
age, pupils’ spontaneous ways of thinking, etc. The Research Institutes of Edu- 
cation pursue research in the following fields: (a) thesystem of communist education, 
ie. school education, out-of-school education, moral, physical and aesthetic edu- 
cation, and education for work; (b) the system of preschool education; (c) general 
pedagogy, didactics and teaching methods of the various subjects; (d) educational 
Psychology; (e) school hygiene; (f) the further training of teachers; the teacher's 
personality and his creative educational work; (g) school management. 


The Institute for Vocational Schools 

In the course of the development of Czechoslovak education it has become neces- 
Sary to investigate systematically vocational training with regard to such aspects 
as the content of the various types of vocational education and the specific problems 
of the teaching methods of vocational schools. In the light of these tasks the Insti- 
tute for Vocational Schools was reorganized in the years 1958-1959 and allotted the 
task of investigating the contents and teaching methods in all vocational schools, 
to work out curricula and teaching syllabuses. The Institute therefore examines all 
problems of education and instruction in secondary, vocational and apprenticeship 
schools; on the basis of this investigation and the analysis of the findings the Insti- 
tute works out a theory of teaching for various types of vocational schools. It has 
Started to prepare for publication some observations and suggestions concerning 
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the teaching methods of the theoretical and practical aspects of technical and 
economic subjects. It also supervises the further training of teachers and edu- 
cationalists working in secondary vocational schools and in apprenticeship training 
establishments. 


University Departments of Education and Educational Psychology 

These university departments have the following tasks: (a) training of specialists 
in educational and sociological science; (b) educational and psychological training 
of future secondary school teachers and university-level teachers; (c) research work, 
including problems of the theory of teaching and learning in the university. 


Approach to Educational Research 


The main task of the research institutes is to follow consistently and system- 
atically educational practice, but the mere registering of experience is only the first 
step; a thorough-going analysis must bring new theoretical knowledge and disclose 
fundamental principles which will help to guide and improve the ways of education 
and instruction. 

Topical problems in education and teaching are tackled by the institutes in co- 
operation with the whole teaching profession and the general public. As far as 
research and theoretical work goes the institutes do not proceed in isolation from 
other scientific institutions; they closely co-operate in the field of educational 
theory and educational psychology, hygiene, physiology etc. with other research 
institutions. This means that also other research centres and institutions, namely 
the institutes of philosophy, economics, psychology, biology and medical research, 
occupy themselves with basic educational problems; the main task, however, of 
educational science is to take the initiative in pointing out these problems and to 
sum up the final results and conclusions. 

The work of all these educational institutes follows a plan; this enables them to 
co-ordinate their work to a maximum degree. For instance, the long-term national 
plan of major scientific research projects until 1965 includes the subject ''Schools 
and education in the period of completing socialism and of transition toward commu- 
nism”, It is divided into four fundamental assignments: the theoretical principles 
of Man's education; how the combination of physical and mental work in education 
affects the general development of the human personality; the system of general 
polytechnical and vocational education ; education and instruction of the workers. 

The Institute of Education of the Czechoslovak Academy of Sciences has been 
assigned the leading role in the first task, i.e. “The theoretical principles of Man's 
education for a communist society”; in it co-operate the Research Institute of Edu- 
cation in Prague and the members of the departments of education in the philo- 
Sophical faculties in Prague and Bratislava. This first project calls for the solution 
of the fundamental issues in Man's education, of the problem of relating school 
education to social practice, and of the theory of the basic subject matter. The 
second task, “To investigate how the combination of physical and mental work 
affects the general development of the pupil's personality in the communist S0- 
ciety" is allotted to the faculty of philosophy of the Caroline University in Prague; 
in it co-operate the faculty of hygiene of the Caroline University, the faculty of 
philosophy of the J. E. Purkyné University in Brno, and the Institute of Education 
of the Czechoslovak Academy. Tt necessitates the solution of basic biological, physi- 
ological and medical problems resulting from the combination of education and 
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teaching with productive work, the psychological principles of education and 
teaching, personality development through work experience, the influence of the 
combination of physical and mental work on the acquisition and development of 
the pupils' skills and abilities as well as their socially relevant interests. The third 
task, “The system of general polytechnical and vocational education" is directed 
by the Research Institute of Education in Prague in co-operation with the Research. 
Institute of Education in Bratislava, the Institute for Vocational Schools, the 
Teachers’ Training Institutes in Prague, Hradec Králové and Brandys nad Labem, 
the Department of Pedagogy of the Faculty of Philosophy of the Caroline Uni- 
versity and others. The fourth task, “Education and instruction of working people” 
is assigned to and organized by the Institute of Adult Education and Journalism 
of the Caroline University. 

In view of the fact that these are important and complicated questions in the 
sphere of education which are assigned to the various research institutions in Cze- 
choslovakia in the course of the next five years, effective planning of scientific work 
is of paramount importance and makes efficient co-ordination of the work of all the 
institutions a necessity, Only the combined efforts and participation of all will 
enable the advancement of new methods of research and the search for new ways 


in solving these problems. " 
Emi LanGovA/AnnA SritiZovs, Prague 


LES EXPERIENCES SCOLAIRES DE VANVES 


Vanves est une petite ville (25.000 habitants) de la banlieue sud de Paris. Depuis 
1941, j'y assure le service de l'Inspection Médicale Scolaire. Le groupescolaire Gam- 
betta qui m'a été confié (800 à 900 enfants) a sa division habituelle: école mater- 
nelle, école des garçons, école des filles; l’enseignement primaire traditionnel y est 
donné de 7 à 14 ans, sanctionné en fin de scolarité par le Certificat d'Etudes Pri- 
maires. En outre, mais pour les gargons seulement, est dispensé, dans un collége 
annexe (ancien Cours Complémentaire), un enseignement secondaire dit moderne 
(sans, latin ni grec, mais avec étude obligatoire de langues étrangéres) de 11 à 15 ans 
(c'est-à-dire de la sixième à la troisième), jugé finalement par l'examen du B.E.P.C. 
(Brevet d'Etudes du Premier Cycle). d 4 

Trés rapidement, mes observations aboutirent à des constatations pédagogiques 
et médicales qui me remplirent d'amertume: les horaires d'enseignement général 
ne laissaient aucune place aux sports et n'accordaient à la culture physique, par 
semaine, qu'une heure seulement à l'école pri ire et deux heures à l'école secon- 


daire. L'horaire quotidien obligeait les enfants à une présence en. classe quasi i 

interrompue de 3 h. le matin et de 3 h. l'après-midi, effort ips Sage al n 
lupart, ; 18h. Les deux petites récréations quotidie: 

Plupart, par une heure d'étude de 17à et de le da 


de quelques minutes ne pouvaient décemment pas Mos 2. tuel massif en quelque 
mation physi . Malgré un d NEN 
physique des enfants. Malgré u! pom: pendant 6 ou 7 heures tous les 


Sorte, et donné quasi de force par les professeurs, do 
jours, le rendement intellectuel d'un tel régime d'études ne me paraissait pas du 
tout convaincant. C'était peut-étre cette scolarité inhumaine qui me faisait con- 
Stater encore que 80% des enfants étaient porteurs d'une imperfection ee 
ou morphologique; que beaucoup étaient de santé délicate et offraient peu de resis- 
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tance aux plus banales infections comme aux ... intempéries; qu'au demeurant, 
60% étaient malheureux de fréquenter l'école. 

J'allai plus loin dans mes déductions. Avec une meilleure répartition quotidienne 
des exercices physiques et intellectuels, et en faisant pénétrer largement sports et 
culture physique à l'école, en trouvant d'autres moyens encore d'aguerrir le corps, 
on fortifierait certes les santés, mais du méme coup n'améliorerait-on pas le rende- 
ment intellectuel? Ne permettrait-on pas, en outre, aux enfants, d'acquérir cer- 
taines qualités morales? Et, en conséquence, tous ces enfants ne seraient-ils pas 
pleinement heureux de fréquenter leur école, non une ... ''pré-caserne" ? 

Tel fut le point de départ (les réflexions d'un médecin scolaire, jadis bon athléte 
et bon élève dans le bienheureux collège de son enfance ...) de ce qu'il est convenu 
d'appeler maintenant, en France, dans les milieux de l'enseignement comme dans 
toutes les couches sociales de l'opinion publique: “Les expériences scolaires de 
Vanves”. Une phrase me paraît les résumer: les fondements physiologiques d'une 
bonne pédagogie. 

Voici, trés briévement schématisées, et dans leur ordre chronologique, nos initia- 
tives pédagogiques qui maintenant s'étagent sur 10 ans (1950-1960). 


1. Le Mi-Temps Pédagogique et Sportif 

Le principe. — C'est moins la scission de la journée de l'écolier en deux parties 
égales qu'une large pénétration, grâce à des horaires aménagés, des sports et de la 
culture physique à l'école. Toutes les matinées, 3 heures ou 3 heures et demie, sont 
réservées aux exercices intellectuels; les aprés-midi (trois, quatre ou cinq, selon 
l’âge et le sexe des enfants), pendant 3 heures, sont occupés par les ébats sportifs 
au gymnase, sur le stade ou à la piscine, deux siestes ou périodes de relaxation, 
chacune d'une demi-heure, encadrant les efforts physiques; tous les jours, la classe 
est reprise de 17 à 18 h., les enfants étant dispensés de tous devoirs à faire à la 
maison. Avec ce régime d'études, la présence scolaire hebdomadaire obligatoire est 
légèrement accrue, l'horaire des matières intellectuelles principales (orthographe, 
calcul, français) reste inchangé, celui de l'éducation physique est considérablement 
augmenté. 


Les expériences tentées. — 

a) La première, pendant un an, sur les garçons d'une classe de fin d'études, d'oc- 
tobre 1950 à juillet 1951: 

b) La deuxième, pendant trois ans, sur des garçons âgés de onze ans (cours moyen 
deuxième année) et jusqu’à la fin de la scolarité primaire (quatorze ans), d'octobre 
1951 à juillet 1954, l'examen du C.E.P. étant le test intellectuel terminal; 

c) La troisiéme, pendant quatre ans, sur des petites filles suivies de huit à douze 
ans, jusqu'à la sortie de la classe de préparation au concours d'entrée en sixiéme, 
d'octobre 1952 à juillet 1956; 

d) La quatrième, avec des élèves (garçons) d'un cours complémentaire, de la 
sixiéme à la troisiéme, et jugée sur le plan intellectuel par l'examen du B.E.P.C., 
d'octobre 1955 à juillet 1959. 

Les résultats. — Toutes ces expériences ont été concordantes et concluantes. Au 
point de vue physique, aucune objection n'est plus possible: avec le régime d'études 
à mi-temps, un enfant grandit, grossit, se porte merveilleusement bien, et n'est 
jamais pratiquement malade. Au point de vue intellectuel, le mi-temps pédagogique 
et sportif ne diminue nullement le niveau culturel, et les résultats proprement sco- 
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laires sont identiques (majorés, est-on tenté d'écrire aprés avoir pris connaissance 
du palmarés des succés aux examens des éléves-cobayes de Vanves). En 1951, pour- 
centages de recus au Certificat d'Etudes Primaires dans la classe d'expérience: 93%, 
et 88% dans la classe témoin. En 1954 (expérience de trois ans), ces mémes pour- 
centages sont respectivement de 84 et 78%. En juillet 1959, pourcentages des éléves 
reçus à l'examen du B.E.P.C.: dans la classe d'expérience 88% et, dans une classe 
témoin d'un cours complémentaire d'une autre ville de la banlieue sud de Paris, 
60%. 

Généralisation, en France, de la pédagogie type “Vanves”. — Il est indiscutable que 
depuis les initiatives pédagogiques de Vanves, le mouvement en faveur d'une pro- 
fonde transformation de nos moeurs éducatives (par une “injection massive”, pour- 
rait-on dire, en s'exprimant en médecin, de culture physique dans les programmes 
scolaires) s'amplifie, et on peut presque parler d'une vraie révolution pédagogique 
qui s'amorce en France. 

On peut maintenant piqueter la carte de France (22 départements!) de petits 
drapeaux précisant les lieux d'implantation de ''classes à mi-temps” ou ''à horaires 
aménagés" tant dans les écoles primaires que dans les lycées d'enseignement secon- 
daire: Toulouse, Marseille, La Baule, Manosque, Aix-les-Thermes, Romilly-sur- 
Seine, Reims, Vitry-le-Frangois, Fleury-les-Aubrais, Arc, Senans, Mosset, Figeac, 
Strasbourg, Montreuil-sur-Seine, Fontenay-sur-Seine, Noisy-le-Sec, Saint-Cyr, Bois- 
Colombes, Gagny, Villeneuve-Saint-Georges, Houx-Yermenonville, etc. ... 


2. La Classe de Neige 

Definition et but. — La "classe de neige" permet chaque hiver, pendant quatre 
semaines, à tous les élèves d'une classe (qu'accompagnent l'instituteur et l'assistante 
sociale) de bénéficier, sans que les études en pátissent, du climat bénéfique de 
l'altitude enneigée. En "classe de neige” les enfants travaillent autant, sinon mieux, 
qu'à Paris, et au retour ils ont fait provision d'un capital santé valable au moins 
pour six mois. Le bénéfice moral de la ‘classe de neige” (conséquence d'une vie 
communautaire d'internat exaltante) est immense. Au retour, les enfants sont tout 
autres: ils sont devenus amicalement fraternels les uns pour les autres et le profes- 
Seur est considéré comme un vrai pére. 

La classe de neige n'est pas une colonie d'hiver à la montagne, elle est le complé- 
ment normal du ''mi-temps pédagogique et sportif" coupant en quelque sorte en 
deux parties à peu prés égales les trois longs trimestres de travail scolaire. Dans 
cette classe, mais à la montagne enneigée, le rythme de la journée scolaire est celui 
du mi-temps: travail intellectuel le matin, ski et relaxation l'aprés-midi, reprise du 
travail scolaire en fin d’aprés-midi avant le repas du soir. j 

La “classe de neige" est aussi une œuvre sociale exemplaire, car les quatre cin- 
quiémes du financement sont pris en charge par la collectivité (budgets municipaux 
-les frais de séjour sont environ de 12 nouveaux francs par jour et par enfant-, dé- 
Partementaux et national). 

La premire expérience. — Trente-deux éléves de l'école Gambetta de Vanves ont, 
Pendant tout le mois de février 1953, été les bénéficiaires de la premiére classe de 
neige de France. 

L'extension, en France, des “classes de neige". T 
iers de France (dont prés de dix mille de Paris) sont partis en “classe de neige". En 
1961, quinze mille écoliers de Paris et de la Seine, et plus de vingt-cinq mille écoliers 
de grandes villes de province en ont bénéficié. Ces chiffres précisent l'extraordinaire 


— En 1959, plus de quinze mille écol- 
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extension, en France, en huit ans, du "mouvement classe de neige" dont les origines, 
je le rappelle, sont vanvéennes. L'année 1959 a vu l'extension de la “classe de neige" 
à l'école maternelle de Vanves, et trente-et-un petits enfants (dix-huit filles et treize 
garçons) âgés en moyenne de cinq ans huit mois ont prouvé qu'ils pouvaient sans 
pleurer quitter bravement papa et maman, et “comme les grands" partir dansla 
neige des Alpes pour mieux apprendre et mieux se porter. 

En 1959 ont été créées par la France les premières ''classes de neige internatio- 
nales", en premier lieu franco-belges: des enfants des écoles de Bruxelles et de 
Liège, fraternellement unis avec leurs petits camarades parisiens, ont bénéficié d'un 
mois de “séjour scolaire de neige" dans les Alpes. 


3. La Classe avec Sieste 

La “classe avec sieste” fait intervenir systématiquement, tous les jours, après le 
repas de midi, dans les locaux scolaires mêmes, et pendant la première heure de 
classe, de 13 h. 30 à 14 h. 30, la relaxation du corps par le sommeil, conditionné en- 
core par l'éclairement en clair-obscur de la classe et une musique d'accompagnement 
appropriée. L'originalité de la réalisation matérielle réside surtout dans la rapidité 
de transformation du local, gráce à l'utilisation de trois lits dépliants spéciaux 
étirés au-dessus des trois rangées de pupitres et de bancs: quelques minutes seule- 
ment suffisent à donner l'aspect d'un dortoir à la classe traditionnelle, et, à la fin de 
la sieste, la méme rapidité d'exécution fait retrouver à la classe sa destination 
fonctionnelle essentielle de local d'enseignement. 

Cette “classe avec sieste” fonctionne à l'école des filles du groupe scolaire Gam- 
betta, à Vanves, dans une classe de cours préparatoire (enfants âgées de sept à huit 
ans) depuis mars 1957. Les résultats sur le plan morpho-physiologique comme dans 
le domaine pédagogique proprement dit se sont révélés remarquables. 

On voit quel fut le but de la “classe avec sieste”: rééquilibrer la journée d'un 
jeune enfant par une heure de sommeil après le repas de midi, sommeil dont il à 
tant besoin comme tout jeune animal en plein développement, et que les conditions 
de vie de notre époque lui diminuent de plus en plus. Cette expérience nous a con- 
vaincu que la sieste chez les jeunes est absolument nécessaire pour obtenir un rende- 
ment intellectuel valable pendant les heures d'enseignement de l'après-midi 
scolaire. 

Une trentaine d'installations identiques ont été mises en place en France depuis 
le premier essai expérimental de l'école de Vanves. On peut prévoir la généralisation 
rapide de ces “lits scolaires”, dans les années à venir, à toutes les classes des écoles 
maternelles de notre pays et aux deux premières classes des écoles primaires (filles 
et garçons), c'est-à-dire pour des enfants âgés de 7 et 8 ans. 


4. La Classe de Forét 


La “classe de forét" consiste à faire bénéficier les enfants handicapés intellectuels 
ou gros retardés pédagogiques des classes dites “de perfectionnement” d'un régime 
d'études à mi-temps pendant trois à quatre semaines, dans un lieu judicieusement 
choisi à la campagne, sous la conduite de l'institutrice, avec l'espoir qu'une période 
d'épanouissement physique, délibérément recherché par une vie d'internat m0- 
mentané et dans un cadre printanier ou estival campagnard bénéfique, aidera à 
l'éveil d'une intelligence plus ou moins diminuée. 

La “classe de forêt” est donc un moyen pédagogique nouveau destiné aux enfants 
diminués intellectuels. Etant donné l'effectif réduit des classes (pas plus de dix-huit 
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élèves selon les règlements), la date (l'automne, le printemps ou l'été) et le lieu de 
séjour (une banale maison de campagne au milieu de nos amis les arbres), cette réali- 
sation est certainement aisée et peu coüteuse. 

Les résultats obtenus à Vanves en mai-juin 1959 se sont révélés extraordinaires, 
aussi bien pour la santé des enfants que pour leur développement intellectuel. Déjà 
l'expérience "classe de forêt” de Vanves a été copiée, et les résultats connus se sont 
révélés aussi favorables. Il est à souhaiter que les 2.300 “classes de perfectionne- 
ment" actuellement dénombrées en France puissent bénéficier rapidement des 
mémes possibilités pédagogiques. 


Conclusions 
Tel est le “message pédagogique" de Vanves, ces dix dernières années, Je pense 

qu'on pourrait le condenser dans ces quelques propositions: 

1° — L'enfant à l’école l'après-midi, mais pas sur les bancs. 

2° — L'enfant, le jeune enfant, comme tout être jeune qui se développe normale- 
ment, a besoin de sommeil que l'organisation de la société moderne lui rogne 
d'année en année. r 

3° — Un mois de ''classe de neige" est l'équivalent de six mois de culture physique 
à Paris. 

4° — L'enfant arriéré intellectuel ou retardé pédagogique retrouve tout ou partie de 
sa vigueur psychique grâce à une santé fortifiée (et un dépaysement nécessaire) 
par le travail scolaire loin de la. ville, au sein de la nature, prés des arbres. 


5° — Le vrai sport, c'est-à-dire la culture physique, doit être l'humanisme de l'en- 
fant et de l'adolescent d'aujourd'hui, qui ne saurait s'opposer à l'épanouisse- 
ment littéraire et scientifique. Les jeux du stade, de la piscine, et ceux de la 
neige, l'hiver, me paraissent, en ce milieu du XXe siécle, indispensables à la 
santé comme à la formation morale et intellectuelle de nos enfants. 


Max FOURESTIER, Vanves (Seine) 


IMPRESSIONS OF SCIENCE TEACHING IN PAKISTAN 


of the present state of science teaching in 
have I only made two short visits, each of 
the result of a request from the 


When reading this personal account 
Pakistan it must be borne in mind that 
two months' duration, to this country. I went as 
Pakistan authorities to assist them in the training of “in service" science teachers 
and in the preparation of a new series of science textbooks for schools. During my 
stay I visited many schools, technical high schools, technical colleges, and universi- 
ties, and I had the opportunity of discussing with Directors of Education and 
others in the field of education. 

The opinions expressed are entirely my own and are based on personal obser- 
vations when visiting Pakistan. Certain aspects may appear to be somewhat 
depressing, but there are many hopeful signs that a better future is emerging, and 
already excellent work is being done by a few conscientious people who labour in 
the most trying and frustrating conditions. It would be unfair to these teachers not 
to recognize this and make this point firmly at the beginning of the article. I would 
have been happier to have been able to give a more glowing and encouraging ac- 
count of the teaching of science but this would have been dishonest to a country 
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making serious efforts to progress. Only by pointing out honestly present weaknesses 
can the educational authorities of Pakistan come to realize the deficiencies and then 
establish policies to overcome them. Frequently the visitor sees the way ahead 
more clearly than those in the midst of the struggle. Many who are aware of the 
educational problems existing in other countries are not complacent about science 
teaching in those countries for they appreciate that similar weaknesses exist 
there and, as in Pakistan, can often be criticized in the same manner. 

The Commission on National Education in Pakistan issued its recommendations 
in January 1960 and by September 1960 the Curriculum. Committee, briefed to ` 
implement these recommendations, published its report. This report for secondary 
education is far-sighted and basically sound both in policy and in the details of the 
suggested new curriculum. It commences by stating that 


"Pakistan has a long way to go in acquiring and making use of scientific knowledge before it 
can compete on anything like equal terms with advanced nations of the world in the sphere of 
industry and commerce, communications and technology. The required advancement depends 
mainly on acquiring knowledge that others are already using for their economic betterment. 
For this, a modern language, containing the results of the latest scientific inventions and dis- 
coveries, is essential." It then goes on to say that “If the educational system in the country is to 
meet the demands of a scientific age, necessitating a greater amount of learning at every stage, 
well trained teachers capable of. using psychologically sound techniques and the latest types of 
teaching aids will have to be provided. Without improvement in the process and the means of 
instruction it would be impossible to teach the Students what they will need to lead fruitful 
lives in a scientific society.” 


In its foreword to the scheme of studies in science and mathematics the report 
says 


“Modern advances in science have changed the life of man and given him a new civilization. 
They have placed in his hand tremendous powers enabling him to control the forces of nature 
and change his environment to suit his needs. These powers have affected his social relationships 
and extended the spheres in which his loves, hates, and fears find play. This civilization has 
brought men closer and made them more dependent on each other than they were before. 
Distances have been annihilated. Competition has become keener and wider. Preparation for 
Successful living needs greater effort. Means of preservation and destruction have registered à 
tremendous expansion. The need of co-operation and co-ordination in utilising natural resources. 
and helping progress and happiness is being increasingly felt. In these conditions no nation can 
ignore the main source of power in the modern world, namely, scientific knowledge. Advanced 
countries of the world vie with one another in providing better scientific training for their 
citizens. It has, in fact, become the main condition of survival and honourable living in the 
comity of nations. The basic advantage of learning science is not so much the understanding of 
Scientific laws and theories as imbibing the scientific spirit and developing the scientific outlook 
he This outlook constitutes the essence of modern civilization and culture and has a beauty 
of its own. 


Men who write in this way and mean to carry out their pronouncements serve 
their nation well. Let us hope that they can be given the goodwill of the nation and 
the power to implement their proposals. A large proportion of the young people 
and their parents have a very real desire for education. 

Unfortunately, education seems to be regarded only as a means to an end - à 
paper qualification enabling its holder to apply for a good position or for promotion 
to a better job. President Ayub Khan once told students of the Panjab University 
during Convocation that they were to regard their degree certificates as meaning 
that they had proved themselves capable of learning the necessary facts to satisfy 
the examining board. He then went on to say that this was only the beginning and 
that they had next to learn to apply their knowledge to the problems they would 
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meet and that this would prove a harder stage but a very important and necessary 
one in the building up of a better standard of living. There is in this country a real 
need of leaders who can think for themselves and take up positions of responsibility 
without falling prey to corrupt practices. 

Throughout the whole system of education, except to a limited extent inthe very 
best schools, the children are not taught to reason and think for themselves. Hence 
one of the major aims of education is not being fulfilled. They are being encouraged 
towards the mechanical learning of the necessary facts that will enable them to 
pass an examination. This method of teaching and the actual facts that the child 
is forced to memorize are entirely determined by the syllabus of the examination 
for which the child is preparing. This is rote learning at its worst. Many, probably 
the majority, of the facts and laws the child learns he finds difficult to comprehend 
and to apply in the right context. In one school I witnessed a class being taught 
chemistry by the method of rote learning of definitions. On being questioned by the 
teacher at least half the class gave a perfect definition of sublimation. I interrupted 
the lesson and asked to take over the teaching and then proceeded to place in sepa- 
rate test-tubes a small quantity of the substances in each of the unopened bottles 
on the wall shelves. No demonstration had taken place on the teacher's bench 
before this and the equipment had hardly ever been used. This was a particularly 
ironic situation as a reasonable variety of chemicals were available in this well- 
stocked section of an upper grade school. I took care to include an ammonium salt 
in my selection of different substances. I heated each test-tube in turn and asked 
the children to describe what they could see. Not a single child observed the subli- 
mation of the ammonium salt! 

The method of teaching has in many cases deteriorated beyond the stage of 
passive assimilation of the facts needed to cover an examination syllabus; the facts 
now selected are those that are considered sufficient to answer the type of question 
that is likely to be set in the examination and no more. In the bazaars one can, in 
fact, buy books giving specimen answers to questions and these are frequently the 
only books the young student desires to read, learn, and possess. The type of 
question follows a well-defined pattern varying little from year to year. In science 
this method of teaching is particularly disastrous. Personal observation of practical 
experiments is rare. The spirit of enquiry, of investigating a problem and devising 
a method to find the answer, of interplay between teacher and taught is Ks 
entirely lacking. The scientific method of observation, orderly interpretation, and 
controlled experimentation to establish relationships is hardly recogn e 
learning of facts and how to answer stereotyped examination questions by the 
process of regurgitation appears to be all that is desired even in science teaching. 
When I attempted to discuss such things as aerofoils and Bernouilli's principle I 
was reminded strongly that this was outside their examination syllabus — yet the 
world flies on aerofoils! n de 

On the whole the calibre of the teachers of science is low. This is not surprising 
when industry is asking for all the intelligent scientists and paying them far higher 
salaries than they will ever get in teaching. One must not generalize because there 
are some good, patient, and knowledgeable teachers of science, dedicated to their 
Profession and doing a worthy job. There are, on the other hand, many who attempt 
to teach science who have never seen or handled scientific equipment. I can quote 
many instances during my visits to schools when the teachers asked what a certain 
piece of apparatus was, and how it worked, and in some cases what it was called. 
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This kind of question showed quite clearly a profound lack of knowledge of scien- 
tific principles and experimentation. E 

Except in a few cases only men who have failed to get better paid posts will take 
up teaching with its low salaries and low social standing. I know of one science 
teacher who left his post to become a rickshaw driver and of another who was keen 
to teach and had much more than average intelligence, but was forced to leave the 
profession to become a cook in a private household, In both cases they left in order 
to obtain higher wages. The Commission in its report states that teachers’ salaries 
must be looked into. The right type of teacher is of prime importance at the present 
time. I found, particularly in East Pakistan, that what the present teachers of 
science most need is to develop their own interest and enthusiasm for science for, 
except in a few cases, they are hardly ready to discuss teaching methods and tech- 
niques. More trained scientists are needed to undertake the teaching of science in 
schools, and to get them into the schools a very much higher salary scale is required. 

In discussions with the teachers of science and in the observation of science 
lessons it became clear that few skilled demonstration lessons were ever given al- 
though in many schools equipment provided under the Colombo Plan was available. 
In one school the teacher was struggling to explain electro-magnetic induction with- 
out any demonstration. He expressed great interest and surprise when I showed 
him how to produce a current in a coil of wire by moving a magnet through it. 

Practical experimental work performed in school laboratories is done not to find 
the answer to a problem, but almost always to verify some law that has already 
been verified by thousands of students in years past. A list of prescribed experiments 
for some examination dictates the absolute limits of the student’s willingness to 
perform experiments. On more than one occasion I questioned students about the 
precautions they had taken in performing their experiments. The answer given was 
invariably that they had copied the precautions from the experiment card or book 
without realising what they meant, and in most of the cases they did not know how 
to take any precautions or even why they should take any. The use of approxi- 
ism and the correction of errors hardly ever seemed to have entered their 
minds. 

The problem of language is retarding the teaching of science. Students at higher 
Secondary level change from Urdu in West Pakistan and from Bengali in East 
Pakistan to English in both countries for their study of science and mathematics. 
In the first year particularly, although they understand their new medium of in- 
struction, they do not have a thorough grasp of it and find it very difficult to 


nology consisted mainly of difficult newly coined words of Arabic or Persian origin 
which were not current in Urdu or Bengali and which were not easily intelligible 


The Curriculum Committee decided to make the teaching of General Science & 
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compulsory subject in classes of children aged ten to fourteen years, where hitherto 
this had not been the case. The syllabus prescribed showed some considerable 
foresight in fulfilling modern requirements and in being adapted to suit the con- 
ditions of the country — it includes a study of plant and animal life, all sections of 
physics, the chemistry of air, water, oxygen, and the common metals, alloys, and 
salts, as well as soils, personal hygiene, diseases, and astronomy. 

The Curriculum Committee has also commissioned a new series of science text- 
books for use in the various grades in schools. I had the opportunity of meeting the 
authors of these textbooks and found that these men and women who represented 
a great variety of experience were trying to omit the antiquated and useless sections 
of the subjects concerned and to introduce new matter where relevant. 

Most of the authors I met were working as teams, and this I consider to be a most 
satisfactory way of writing science textbooks under these circumstances. 

There are thus plenty of signs that the future holds bright promises for education 
in Pakistan, and the Commission of National Education has indicated the way to 
go. Much will of course depend on appropriate government action in implementing 


the recommendations made by the Commission. 
Puizre E. Hearrorp, Oxford 


A SUMMARY OF RECENT CHANGES IN AMERICAN EDUCATION 


Although American educators frequently express dissatisfaction with the con- 
servative nature of American education, there is probably more ferment and change 
taking place in USA than is often realized. This change seems to be the result of at 
least two conditions: (1) The wealth within the United States allows the expenditure 
of funds that might otherwise be needed for necessities and (2) The emphasis upon 
state control!) and local influence (in the absence of national examinations) has 
resulted in the encouragement of innovation at all levels. More recently the federal 
government has extended its influence through the National Defense Act by pro- 
viding funds for the encouragement of instruction in mathematics, foreign languages 
and science, but education has not generally been an instrument of national policy. 

Fourteen trends in American education may be noted as follows: 

1. In recent years there has been a pronounced growth of correspondence schools, 
New enrollments just reported indicate that more people are enrolled in corre- 
spondence courses than in all the freshman classes of all the colleges and universities 
in the United States. There are now more than 450 home-study schools throughout 
the country, but only a small portion of them have been approved by the National 
Home Study Council in Washington, D.C. About 75 percent of the courses are ofa 
vocational nature. Courses in radio-TV are most numerous, followed by studies in 
religion and various high school subject areas. (18) A g à 

2. A second great change has resulted from the use of television for in-class in- 
struction. There are now more than 4,000,000 students in 7,000 school systems 
throughout the United States receiving lessons via this new educational medium. 
More than 110 colleges and universities have also experimented with this animated 
teaching aid. Much of the impetus for these programs has come from the Ford 
Foundation, In most cases instructional television has been used to supplement 


1) Education is a state, not a national or federal, responsibility. 
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the efforts of the classroom teacher, not replace her. Most recently airplanes have 
been used for telecasting purposes. This has allowed wider area coverage. (10, 14) 

3. Recent years have seen the introduction of teacher aids in American schools. 
This program was inaugurated to meet the problem of overcrowded schools and 
insufficient teachers. Under this plan a teacher aid is assigned to a teacher, and the 
number of children under her charge is increased. Ordinarily a teacher is expected 
to supervise from 25 to 35 children. With the help of a teacher aid she is expected 
to handle 50 percent more. The teacher aid cares for many of the clerical duties, 
thus relieving the regular teacher of many non-teaching responsibilities. The plan 
has not gained widespread acceptance because of concern for teacher certification 
standards and the danger of losing the personal student-teacher relationship. (17) 

4. Teachers and administrators in American schools have been experimenting 
with merit pay during the past several years. Until recently it was accepted practice 
to have all teachers on a salary scale determined by training and experience. Now 
more school systems have plans for rewarding outstanding teachers above the 
minimum scale. Those who oppose merit pay plans believe that they do not really 
measure teaching effectiveness, but simply create a barrier between teacher and 
supervisor. Nominations of teachers to superior classifications are generally made 
by the principal. Nominations may also be proposed by groups of teachers. (2) 

5. American educators have become more sensitive to the need for foreign 
language instruction. Foreign languages are now being introduced at the elementary 
level. In 1940 there were about 2,000 elementary children in public schools studying 
foreign languages. Today there are over one million. Electronic language labora- 
tories are being used extensively. In most cases this instruction is inaugurated at 
the third grade level. Neurologists believe that the most favorable time to begin under- 
standing and speaking a second language is in the pre-adolecsent period. (11, 15, 19) 

6. Parochial education has expanded greatly in the postwar period. The number 
of children enrolled in non-public elementary schools and high schools has doubled. 
Fourteen years ago one out of every ten children enrolled in kindergarten through 
eight grade attended a non-public school; today one out of every seven children is 
following this course. About 90 percent of the non-public schools are under Catholic 
auspices. Parochial education tends to expand during periods of prosperity. Al- 
though public tax support for parochial education has been discussed at length, 
America continues to afford less support for religious educational programs than 
most European countries. (6, 13) 

7. There has been a tremendous increase in the number of children going from 
high school into college. Today almost one-half attempt college work. At public state- 
supported colleges and universities about half continue through to graduation. In 
the private selective institutions the drop-out rate is much lower. This increase in 
our college-bound population has resulted in a corresponding rise in the average 
schooling of United States citizens. The average for the country as a whole is now 
ten years of schooling. Western states average over eleven years of schooling; south- 
eastern states continue to have the lowest average educational attainments. (7) 

8. There has been a great increase in adult education in recent years. A recent 
survey conducted by the Fund for Adult Education revealed that we now have 
almost nine million persons attending at least one formal adult education class 
each year. Trade, business and technical fields attract about one-third of those in 
training, while the larger number attend classes in general education, civic and 
public affairs, home and family living. (16) 
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9. Accompanying this emphasis in adult education has been a corresponding 
program in the Armed Services. The United States Armed Forces Institute conducts 
programs over a wide geographical area with a rich variety of offerings. In addition, 
they have their own technical and clerical schools. The Armed Forces frequently 
use these educational opportunities as a lure for prospective recruits. (3) 

10. The junior college movement has gained momentum in the United States. 
California and New York have been leaders in this movement along with cities like 
Chicago. This has had the effect of adding two years to the public school program. 
Students may attend colleges and universities in California with almost no charge. 
Cities like New York also maintain free colleges like City College of New York. (12) 

11. Greater emphasis has been given to programs for gifted students during the 
last decade. These programs vary widely, but they generally follow one of three 
plans: (1) the provision of enrichment activities outside the regular classroom; (2) 
the inauguration of ability groupings or (3) provision for creative and self-directed 
activities within the regular classroom. Outstanding programs are found in Cleve- 
land, Ohio, Oneida, New York and Hunter College Elementary School, New York 
City. 

The recommendations of the Conant Report have influenced public education 
at the high school level. Dr. Conant believes that the common school (or compre- 
hensive high school) can afford an adequate program for all students through 
course differentiation. (20, 21) 

Early entrance programs have also been provided to challenge the gifted students. 
Today more than 400 colleges and universities accept students for early entrance 
upon examination. Over 10,000 students took advantage of this provision during 
the past year. 

12. Teaching machines have been in evidence for several years in the United 
States, These machines were first invented by Professor S. L. Pressey of Ohio State 
University in 1926, but they were not used in classrooms until BF. Skinner of 
Harvard University perfected them in the post-War period. Teaching machines are 
designed not only to present information, which requires frequent responses by the 
student, but also to provide immediate feedback to the student, informing him 
whether his response is appropriate or not. This method allows the student to work 
individually and to adjust his own rate of progress to his needs and capabilities. It 
is helpful primarily in the acquisition of information. The major drawback seems 


to be the impersonal nature of the instruction. Schools throughout the United 


States are using them sparingly. (8, 9) ; 

13. School consolidation and increased teacher certification. requirements have 
strengthened education throughout the United States. Since 1945 the number of 
School districts in the United States has been more than cut in half. In 1945 there 


were 103,000 such districts; today there are less than 50,000. American educators 
believe that they can provide a much richer school program in larger school units. 
Today almost all states require a bachelor's degree for permanent teacher certifi- 
have been increased, and most states 


ion are undergoing tremendous changes in 
ts are replacing outworn ideas. Re- 


searchers in this field are finding new ways of helping i 
example, the theory of sets permeates problem solving as far down as the first grade 
in some schools. Likewise, at the Massachusetts Institute of Technology new ap- 
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proaches to physical science have been devised. These incorporate much more 
ative thinking than formerly. (4) | 
Although there is need for much improvement in American education, 
present ferment is reassuring. We are redefining “democracy” to mean that equi 
of opportunity does not necessarily mean that opportunities must be identical, 
are attempting to maintain the delicate balance between the needs of individ 
and the needs of the nation as a whole, | 
Many of us in the United States do not wish to imitate the European education 
System. To us it appears to place too much stress upon deduction and too little uj 


of developing creativity, critical thinking and problem-solving, and we would 
to discover new approaches to helping students identify their Strengths and b 


DoNarp L. Barnes, Muncie, Ind 
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THE ECONOMICS OF EDUCATIONAL PLANNING 


Some veflections on the meeting of Asian Ministers of education at Tokyo 
(2-11 April 1962) 


I went to the meeting at Tokyo as an observer for the Foreign Office of the 
Federal Republic of Germany. I had not been to the conferences of Addis Ababa 
(May 1961) and Santiago (March 1962), nor to the many preparatory or follow-up 
meetings all concerned with the same subject: long-term planning of education, 
But I had read most of the papers of these conferences and I was well aware that 
the meeting at Tokyo was another link in a great scheme, As the Acting Director 
General of UNESCO expressed it in one of his speeches at Tokyo: UNESCO has 
had in the past the functions of an international centre of discussion and of a 
clearing house. Butsince some years it has become more and more active in projects 
to develop education where it is most needed. UNESCO is now one of the leading 
operational organizations in world politics. 

I was very much impressed by the sober spirit of determined action expressed 
throughout this meeting at Tokyo. The responsibility for a new world balance was 
to be felt in most addresses and statements. The conferences at Addis Ababa and 
Santiago had each represented about 200 million people. The conference at Tokyo 
represented a population of 800 million in 18 member states, expected to increase 
by 1980 to a number of 1,200 million. Nobody listening to the discussions could 
escape the thought that planning education for so large a part of the world's 
population implied grave consequences for the growth of this population, for its 
cultural, social and economic development and at the same time for political and 
economic stability far beyond the frontiers of Asia. 

The Karachi plan !) had been designed mainly to introduce until 1980 free and 
universal primary education of at least seven years in all countries of the region. 
It assumed an increase in the number of pupils from 62 to 240 million, in the 
number of teachers from 1.8 to 6.8 million, Four times as many classrooms as 
existed in 1959 would be needed and billions of new school books. The delegates at 
Tokyo reported on progress made in the direction of those targets, on difficulties 
encountered and on necessary adjustments and enlargements of the plan. 

As an economist I appreciated the strong emphasis given to the need of close 
Cooperation with the economic planning agencies. UNESCO had already secured 
for the conferences at Addis Ababa and Santiago the assistance of the United 
Nations Economic Commissions for these regions and had invited to the Tokyo 
Meeting jointly with ECAFE (United Nations Economic Commission for Asia and 
the Far East). U Nyun, Executive Secretary of ECAFE, as well as H. M. Phillips, 
Head of the Economic Analysis Unit at the UNESCO Secretariat, had both 
Prepared excellent background papers on the economic aspects of educational 
ee 

1) The Needs of Asia in Primary Education. Educational Studies and Documents 
No. 41. UNESCO, Paris 1960. 
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development in Asia. These aspects were also very intelligently stressed by several 
interventions of Dr. Malcolm Adisesiah, Assistant Director General of UNESCO, 
It was significant that the conference decided to work for some days in two com- 
missions, one on the educational problems, another on the economics of education, 
My impression was that even in discussing pedagogical questions the delegates 
never lost sight of the economic implications. This appeared to me as a remarkable 
change compared with my experience of former UNESCO meetings where people 
had moved in the realm of ideas without giving much thought to realities. 

Educators, administrators and economists at the Tokyo meeting all agreed that 
universal primary education was an end in itself and a human right but at the 
same time they acknowledged the fact that this education presupposes economic 
growth. There was no doubt that primary education after some years also con- 
tributes to economic growth but economic returns of other kinds of education may 
be higher and at any rate optimal total returns of the whole educational enterprise 
can be expected only if the scarce resources are allocated to the various kinds and 3 
levels of education in an optimal combination. There are many interdependencies 
between these levels and their “mix” must be geared to the predicted demands 
on tax-paying parents and employers. 

Full-time education in the right combination may pay good returns after a few 
years, but adult education including for instance instruction and training in agri- - 
cultural techniques may pay such returns immediately. If a hundred thousand M 
people of developed intelligence can be allocated to teaching it may in the circum- 
stances given in developing countries be a grave mistake to allocate them all to 
formal education in schools. Tt may pay much higher aggregate returns if a third 
of them are allocated to various kinds of adult education and training. Since high 
economic growth rates are absolutely necessary for any progress in the low-income 
countries, it would be wrong to neglect the very rewarding possibilities of adult 
education. Knowledge of reading and writing is not necessary for the transfer of 
some highly productive agricultural techniques to people who have never seen 
such techniques but are intelligent enough and made ready in their general attitude 


f By the ‘Same token full-time education cannot be regarded as an absolute idol — | 
if upgrading on the job in industry, apprenticeship in the trades or sandwich- | 


ment have to be considered in their interdependence with education, a close co-oper- 


resources of their countries, Therefore, they spent a long time discussing the share 
of the national product or income that should go to education. Since I have done 
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3 some work in this field they asked me whether it would be advisable to set this 
Asian region a target of 4 or more per cent of the Gross National Product (GNP) 
to be spent on education at the end of the seventies. I told them that Western 
European countries including the Mediterranean area are spending at present on 
the average 3.2 per cent of their Gross National Product for education (current and 
capital) Some, like Sweden and the Netherlands, are spending 4 per cent and 
others like Portugal, Spain and Greece 2 per cent or even less. At the OECD 


percentage for Western Europe as a whole to 4 per cent in 1970. Only very few 
countries like the United States, the Soviet Union and Japan are spending at 
present around 5 per cent of their GNP on education and these countries may 
reach in the next 10 to 20 years a target of 6 per cent. 
A 3 per cent share of education in a European country where the product or 
come per head is ten times as high as in most Asian countries means, however, 
SC absolute terms higher enrollment ratios, higher teacher density and higher 
Standards of buildings and equipment than can be reached by spending 4 or 5 per 
cent of GNP in Asia. To spend in Asia the same percentage of GNP on education 
as is done in Europe does not guarantee equal standards. It seems, therefore, 
| justified for the industrially less developed countries to try to spend higher per- 

“centages of GNP on education than the industrially and educationally advanced 
ountries, if education is regarded, as it should be, as a key factor in economic and 
general development. The question is whether it is possible for the low-income 
countries to allocate so large a part of their resources to education. 

Historical statistics show that in the first half of the century the correlation 
between GNP per capita and the percentage of GNP spent for education was high. 
The lower the average product or income of a country the lower was as a rule the 
percentage of GNP spent for education and vice versa. In the less developed 
" countries the small income served mainly to finance the bare necessities and 
education at that time was generally not regarded as a necessity of high priority. 
e Demand for education by parents as well as employers was very limited. This has 
changed only recently. Since the beginning of the fifties many countries have 
become aware of education as a key factor in economic growth and general de- 
velopment. They are now ‘education conscious’. The old rule: low income level = 
dow share of education expenditure in GNP - has, therefore, ceased to be a tule, 
“small percentage of a small product has not the power to break the vicious circle 
illiteracy, high rates of population increase and low rates of economic growth 
er capita, To break this vicious circle the low income countries must try to give 
“a high share of their resources and product to education. Some examples show that 
this is feasible. : 

Japan was the first country in the world to increase the proportion of educational 
expenditure above the ‘normal’ in order to accelerate the process of modernization. 
The Soviet Union followed, spending much more on education than was to be 
expected according to the old rule and in the special circumstances. Since the end 
of the second world war more and more countries have followed these examples, 
among them a number of countries in Africa and Latin America who are now 
. setting the pace for their continents. There can be no doubt that we are in the 
` middle of a revolution where education is not as before mainly following economic 
development but used as one of the main instruments to instigate economic growth. 
The countries of Asia therefore have good reason to set themselves high targets 
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propensity but of sheer necessity. 

However, as W. Arthur Lewis said in a paper presented last fall at the O 
conference on economic growth and investment in education: “the amount 
education, which pays for itself in a poor country is limited". Not every expa: 
of education is a good investment in all circumstances. Educational expan 
must be geared to the situation in a given phase of general development 
given country with its special socio-economic conditions. It would certainly 
wrong for Asian countries to try to copy western models. But both parts may g 
in an exchange of views on their different problems. N 

The amount of education which pays for itself is very limited if this education 
is too much tradition-bound and not designed to fulfil the particular national 
needs of present-day life. In Europe we are looking for new ways to adjust scho Sy 
to the needs of life and to combine education with gainful work. Our findings 
answers to the problem will not be directly applicable to Asia but the: print 
is the same. The dangers of narrow and sterile book-learning are as great in Eun 
as in Asia, but Asian countries can afford mis-investments much less than Ei 
countries. 

In conclusion it may be said that it seems feasible and even advisable for A 
increase the share of education in GNP from about 2 per cent at present. 
least 4 and even 5 per cent at the end of the 20 years planning period. 
recommendations were received favorably by the representatives assemb 
Tokyo and endorsed by a number of other contributions. The example set by 
host country Japan helped very much to convince the delegates of the a 
bility of high targets for the expansion of education. Japan has been and 
one of the low-income countries. Its GNP per capita amounts at present t 
quarter of the average in Western Europe. But Japan has high rates of econo 
growth and assures the big population on these small islands an ever in 
standard of living. She earns, so it seemed to the delegates assembled in the Jap 
capital, the rewards of a policy in operation for some decades of heavy iny 
in education. She plans educational expenditure in close cooperation between ti 
ministry of education, the treasury and the overall planning agency a 
directly to the prime minister. The planning of education is based on a se 
statistics, documentation and research which impressed all Western ol 
by its size and quality as outstanding in the world and impressed even more 
delegates from Asian countries. When the ministers of education meet a 
1965 they will have prepared national plans, revised according to the reco! 
dations of the Tokyo conference. These national plans will be assisted by rés 
institutes to be set up by UNESCO at New Delhi and Bangkok. But they 
probably be worked out in many respects according to the model demonstt: 
by Japan. 

Since Japan is well on her way to becoming a modern and prosperous cou 
the question was frequently asked why she participated with such great inte 
and activity in the meeting of Asian ministers. The prime minister in an adres 
the conference gave the answer. "Japan's prosperity,” he said, “is impo 
without Asian prosperity". This made me think about the importance for 
more modernized rest of the world of prosperity in Asia as well as in Africa 
Latin America. Should not thøfprinciple behind the words of the prime min 
be applied to the whole scheme*of development help? It made me think about 
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similar schemes we have in some of the economically highest developed countries 
* of the world. In these countries there are always some communities, provinces 
or regions handicapped by natural or historical conditions and lagging behind in 
their general development. To help them overcome their handicaps they receive 
financial assistance from the more prosperous parts of the country. Money earned 
. in the richer states and collected there by taxation is transferred artificially into 
the budgets of the poorer communities. This causes often some resistance and 
- struggle because nobody parts easily with money he has earned. But it is done 
regularly and in considerable amounts sometimes over long periods. A special 
equalization scheme often sees to it that all over the country a minimum standard 
of education is maintained. 
Can this practice of internal financial equalization be looked upon as a precedent 
the relations among nations? I think so. Why is this equalization attempted ? 
s simply recognized that because of various handicaps the average income in 
ain places or states is lower and growing slower than in others. These states 
n inter alia fall behind in their capacity to purchase goods produced in other 
‘parts and to maintain the infrastructure necessary to insure a fast flow of goods and 
n E rvices all through the national territory. It is recognized that poverty in one 
fregion has a tendency to spread and to slow down the economic growth of other 
partners in the market. So it is enlightened self-interest and not charity that 
induces such equalization. 

Naturally, therefore, one must make sure that the transfer of funds does not 
hamper in the receiving areas the initiative and drive to make the utmost efforts 
towards self-help. It is always only a marginal contribution which is transferred 
and this contribution is designed to be an incentive rather than a regular sub- 
vention, In this sense to have equalization funds earmarked for educational 
purposes, is regarded as particularly advantageous because it helps people to 
master many other handicaps. It is an investment with a particularly high 
multiplicator effect. 

I need not explain where the parallel is leading us. There is no reason why the 
schemes described here should be restricted to the development inside national 
or continental border lines. UNESCO is doing right in offering its services as 
intermediary for foreign assistance to educational development in the low-income 
Ountries. It should perhaps, that was my impression when listening to the speakers 
5t the Tokyo meeting, stress not only the moral issue but equally the economic 
E "fationale of international help. It seems to me that for the receiving as wellasfor 

e donor countries the situation would be more humane if the schemes of foreign 
assistance were treated in the first line as a matter of enlightened self-interest. 

Furthermore, it seems useful to regard the need for aid not so much as an 
emergency but rather as a normal equalization necessity to ensure maximum total 
| growth and global well-being. It can be assumed that this equalization will become 

_ More and more a regular procedure in which aid is collected on the donor side as a 
- kind of progressive taxation and distributed to the recipients according to their 
Deeds and their absorbing capacity. Aid for education should be given regularly in 

a certain proportion to other kinds of aid and under the condition that educational 
d investment is planned in the receiving countries .as an integral part of overall 
economic development, S E 


FRIEDRICH EDDING, Frankfurt/Main 
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Seminar on 
“Education for International Understanding — 
The Role of the Teacher Training Institution" 
held at Viggbyholm Boarding School (near Stockholm) 
Sweden, 16th to 29th July 196r 


For the seventh in its series of annual seminars on the theme of “Teaching 
International Understanding”, the Unesco Institute for Education, Hamburg, 
1961 brought together some men and women engaged in teacher training. Thi 
were twenty-five participants who came from Austria, Belgium, Czechoslo 
Denmark, Eire, Federal Republic of Germany, Finland, France, Ghana, Ice! 
India, Italy, Jamaica, Netherlands, New Guinea, New Zealand, Norway, Pola 
Puerto Rico, Sweden, Switzerland, Turkey, U.K. and U.S.S.R., and a represents 
tive of the Department of Education of UNESCO, Paris. 

The seminar, which was organized by the Unesco Institute in co-operation 
the Swedish and Finnish National Commissions for UNESCO, dealt with teacl 
training under two aspects: 

(1) that of developing in student teachers attitudes conducive to internatio; 
understanding and providing them with information in relevant fields, 

(2) that of equipping them with the psychological insight and the metho 
logical skills needed for instructing and educating children for internatio 
understanding. 

Under these two aspects the participants discussed a whole range of topics 
ginning with the traditional school subjects (history, geography, mother ton 
foreign languages, literature, etc.) seen in their relation to education for internatio 
al understanding. The participants were also informed of a project carried out in 
Belgium which aimed at evaluating the results of teaching for international 
standing. The methods used in this project aroused a lively discussion, and 
difficulties of drawing conclusions from the statistical results of the investiga 
became apparent. 

A large part of the seminar's time was devoted to group work on the follo 
subjects: 

(1) syllabi for relevant courses in educational psychology, comparative 
cation, etc. at teacher training institutions; 

(2) the teaching of world history; 

(3) geography and related subjects at training colleges and schools; 

(4) research on, and evaluation of, the effectiveness of education for internatio 
understanding; 

(5) principles of, and programmes for, teaching foreign languages and litera 1 

All the groups put forward suggestions for an adaptation of the curriculum 
a view of promoting teaching for international understanding. The geogra 
group, for instance, drafted a new curriculum for teaching “human geography" 
“human studies"). 

If a participant may give a personal interpretation of the ‘‘spirit’’ of the sem 
I was impressed with the fact that difficulties and contradictions were not 
cealed or neglected. This sound, realistic basis of the meeting was a very 
surprise to some of the participants who had been suspicious of UNESCO acti 
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 — as too moralistic and too naive or sentimental. Among the members of the seminar 
an atmosphere of friendship was created. This personal experience of people from 
other parts of the world was not the least result of the seminar. 

A full report has just been issued by the Unesco Institute for Education. 


TORBEN KrocH, Birkerød, Denmark 


Leseschwierigkeiten 
XIV. Internationaler Kongreß für angewandte Psychologie 
Kopenhagen, August 1961 


Im Rahmen dieses Kongresses fand unter der Leitung von Hans Kirchhoff ein 
internationales Symposium über Leseschwierigkeiten statt, bei dem einige Experten 
aus verschiedenen Ländern aus ihrer Arbeit über die Legasthenie berichteten. 


Zur Primärsymptomatik 

Die Lese- und Rechtschreibfertigkeit bei Kindern auch der gleichen Klasse ist 
sehr unterschiedlich. Daran ist nichts Merkwiirdiges, da sich bei allen Fertigkeiten 
groBe individuelle Unterschiede finden; auch dann, wenn sie in gleicher Weise ge- 
übt werden. Bei anderen Fertigkeiten bedeutet das nicht viel, beim Lesen aber, von 
dem ein großer Teil des erfolgreichen Schulbesuches abhängt, kann es katastrophal 
- werden. Systematische Untersuchungen haben gezeigt, daß es weit mehr Kinder 
À mit einem niedrigeren Lesestand gibt, wie die Gesellschaft ihn fordert, als man 
früher annahm. Die Schule muB darum vorbeugend eingreifen und sich besonders 
der Kinder annehmen, welche die grôBten Schwierigkeiten beim Lesen haben. Die 
Frage aber ist, wieviele Kinder und welche Kinder man einem Sonderunterricht 
im Lesen und Schreiben zuführen soll. Diese Frage ist nicht leicht zu beantworten, 
denn die Kinder mit Leseschwierigkeiten unterscheiden sich nicht von den übrigen 
Kindern und bilden keine scharf abgesetzte Gruppe mit besonderen Kennzeichen. 
Es findet sich ein regelmaBiger Ubergang vom besten bis zum schlechtesten Leser. 
Die Notwendigkeit eines Sonderunterrichts hangt auch nicht bloß von der Lese- 
fertigkeit des Kindes ab, sondern ebenso vom Schulmilieu und von den Forderun- 
gen, die an die Lesefertigkeit des Kindes gestellt werden. Sie wird auch von Land 
ve zu Land verschieden sein, weil die Lauttreue der jeweiligen Schriftsprache one 
Rolle spielt. So erhalten zur Zeit in Kopenhagen 10% aller Schüler Sonderunterricht 
im Dänischen während kürzerer oder längerer Zeit. Obwohl nach den Erfahrungen 
in deutschsprachigen Lándern die Annahme naheliegt, daB bestimmte Lesemängel 
mit erkennbaren Ursachen zusammenhängen, scheint es sich nach den dänischen 
^" Untersuchungen anders zu verhalten. R 
d S. A. Tordrup (Kopenhagen) hat die Lesefehler von 50 leseschwachen Kindern 
der 3. und 4, Klasse und von 50 normalen Lesern zum SchluB des ersten Schul- 
| jahres miteinander verglichen. Die Kinder waren so ausgewählt worden, daß die 
Lesefertigkeit (gemessen an Geschwindigkeit und Fehlerzahl) in beiden Gruppen 

ungefáhr gleich war. À 
Beiden Gruppen wurden die gleichen Texte vorgelegt, die für eine 3. Klasse ge- 
, acht und deshalb für viele Kinder zu schwer waren. Unter diesen Bedingungen 
machten beide Gruppen sehr viele Fehler. Die Fehler gestatteten aber keine Ent- 
Scheidung darüber, zu welcher der beiden Gruppen die Kinder gehörten, Sie schienen 
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sámtlich durch das Verháltnis zwischen der erreichten Lesefertigkeit und die an die 
Kinder gestellte Anforderung bestimmt gewesen zu sein. 

Zum mangelhaften Lesen und Buchstabieren kommt es nach Tordrup dadurch, 
daß Forderungen an die Lesefertigkeit gestellt werden, die das Können des Kindes 
übersteigen. Gerade das aber geschieht überall dort, wo sich Leseschwache in der 
Normalklasse befinden. Wenn man normalen Lesern in einer entsprechenden Situa- 
tion ebenfalls zu schwere Aufgaben gibt, geht es ihnen nicht besser. 

Auch die Anzahl der Reversionen, die seit langem als für die Leseschwáche symp- 
tomatisch genannt werden, stimmt bei beiden Gruppen ungefahr überein. Bei Be- 
trachtung der einzelnen Fálle zeigt sich sogar, daB sich die individuellen Fehler 
viel stárker geltend machen als die sogen. typischen Fehler. 

Was die Reversionen anbelangt, so haben andere dánische Untersuchungen ge- 
zeigt, daB der Prozentsatz der Reversionen mit steigender Lesefáhigkeit und des- 
halb auch mit steigendem Alter zunimmt, sowohl bei den schwachen wie bei den 
normalen Lesern. Die Reversionen sind demnach gerade nicht für die schlechten 
Leser kennzeichnend, Eher ist das Gegenteil der Fall. 

Auf Grund von Diktatversuchen kann abschlieBend nur soviel gesagt werden, 
daß Kinder mit einem Übermaß an Schreibreversionen wohl auch leseschwach 
sind. BloBe Lesereversionen dagegen sind weder symptomatisch für die Lese- 
schwäche noch für die Rechtschreibschwäche. 

Was aber ist nun kennzeichnend für die Leseschwäche ? Das normale Lesen setzt 
voraus, daB die meisten Wórter unmittelbar erkannt werden. Die grundlegende 
Schwierigkeit ist gerade mit dieser Worterkennung verknüpft. Es ist die Wort- 
aneignung, welche diesen Kindern schwerfällt, Darum ist auch ihr Wortschatz ent- 
sprechend gering. Dieser geringe Wortschatz ist darum nach Meinung des Referen- 
ten für die Leseschwachen charakteristischer als alle die mehr oder weniger merk- 
würdigen Fehler, die sie machen. 

Lotte Schenk-Danzinger (Wien) unterschied die Lesefehler auf Grund von drei 
verschiedenen Proben: 1.) bei der diagnostischen Leseprobe, 2.) beim lauten Lesen 
eines gebundenen Textes, 3.) beim spontanen stillen Lesen als Freizeitbeschäftigung 

(Verhalten und berichtetes Erleben). 

Der Vergleich zwischen den Fehlern in der diagnostischen Leseprobe und im ge- 
bundenen Text zeigte, daB die Reversionen wie auch die Inversionen und Umstel- 
lungen in der Leseprobe, die ja in besonderem Maße zu diesen Fehlern verleitet, 
häufiger sind als im gebundenen Text. Bei diesem treten sie nur sporadisch unter 
zahlreichen anderen Fehlern auf, wie Erfindungen, Zusátze, Auslassungen und 
Verballhornungen der verschiedensten Art, zu denen das Kind teils durch seine 
unklaren Wortbilder, teils durch die Raumlagelabilitat, teils durch das verzweifelte 
Suchen nach einem Sinn verleitet wird. 

Aus der Erfahrung mit vielen hundert Legasthenikern, die in der Schulpsycholo- 
gischen Beratungsstelle des Stadtschulrates für Wien untersucht worden waren, 
konnte festgestellt werden, daß die Symptomatik der Legasthenie bestimmten 
Veränderungen im Laufe der Entwicklung eines legasthenischen Kindes unterliegt. 
Auf Grund der Untersuchung von Legasthenikern verschiedener Altersstufen, S0- 
wie des Studiums vieler Längsschnittuntersuchungen konnte eine Entwicklungs- 
reihe ihrer Symptomatik im Hinblick auf die Lese- und Rechtschreibfehler erarbei- 
tet werden, Das Abklingen einer legasthenischen Störung vollzieht sich in fünf 
Stufen. Auf den drei ersten Stufen, die bis zu etwa 12 Jahren beobachtet werden 
können, machen die Kinder neben zahlreichen allgemein verbreiteten Rechtschreib- 
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fehlern legastheniespezifische Fehler, wie das Verwechseln von weichen und harten 
Konsonanten und von Umlauten und Zwielauten. Auf der vierten und fünften 
Stufe verschwinden diese Fehler, und es bleibt als Restsymptomatik eine groBe Un- 
sicherheit bei Dehnungen und Kürzungen und in der GroB- und Kleinschreibung 
zurück. 

Die Entwicklung, d.h. der Übergang von einer Stufe zur nüchsten, kann be- 
schleunigt werden durch die Intelligenz des Kindes, sowie durch bestimmte ge- 
zielte Lernhilfen (Legastheniebehandlung). Sie kann verzógert werden durch Intel- 
ligenzschwäche, durch die Schwere der Legasthenie und durch milieubedingte Kon- 
fliktsituationen. 

Der Korreferent Francis Kocher (Genf) wies ebenfalls auf Grund seiner Arbeiten 
darauf hin, daß die Unregelmäßigkeit des Blickes beim Zeilenlesen, die Buch- . 
staben- und Silbenvertauschung usf. keine ausschließlichen Merkmale der Legas- 
theniker darstellen, weil sich diese Symptome auch bei den Kindern finden, die 
lesen zu lernen beginnen. Der Unterschied ist nur, daB bei den Leseschwachen 
dieses Symptom weiter bestehen bleibt. In der Art, wie ein Legastheniker liest, 
sind die Primársymptome nicht zu finden. Vielmehr geht es um die Fassung der 
Gründe, die ihn daran hindern, diese Anfangsfehler fast aller ABC-Schiitzen zu 
kompensieren. 

Um den Primársymptomen näherzukommen, sind sámtliche Fálle folgender Art 
auBer acht zu lassen: a) Kinder von mehr als 8 Jahren, weil bei den intelligenten 
unter ihnen bestimmte Mängel an notwendigen Fahigkeiten, die sich auf die 
Schwierigkeiten beim Lesenlernen auswirkten, in diesem Alter bereits kompensiert 
sein kónnen und folglich nicht mehr erkennbar sind; b) Kinder, die bei dem non- 
verbalen Teil der bekannten Intelligenzverfahren vom Normalniveau erheblich 
abweichen; c) Kinder, die wesentliche psychomotorische Stórungen aufweisen; d) 
Kinder, bei denen die allgemeine Verständnis- und Ausdrucksfáhigkeit der Sprache 
am Anfang des Lesenlernens deutlich erkennbar unter dem durchschnittlichen Nor- 
malniveau liegen; e) Kinder, die Hór- und Sehmängel haben; í) Kinder, deren 
Affektleben Anzeichen für eine mangelhafte Anpassungsfahigkeit an die häusliche 
und schulische Umwelt bieten, wobei die charakteristischen Verhaltensweisen sind: 
Hypermotilitat, schwache Motivation, Konzentrationsstorung, Unstetigkeit, Er- 
miidungserscheinungen, langsames Arbeitstempo, nachlissige Arbeit; 8) Kinder, 
deren Eltern sich fiir die geistige Entwicklung nicht interessieren oder sie gat hem- 
men; h) Kinder mit unregelmáDigem Schulbesuch oder frühzeitig abgebrochener 
Schullaufbahn. 

Nach der so getroffenen Einengung wird eine in zwei Gruppen eingeteilte Unter- 
suchung vorgenommen: a) die Verschiebung des Blicks bei der Wahrnehmung visu- 
eller Eindrücke, die Orientierung im Raum, die visuelle Analyse von Zeichen, die 
Raumerfassung in der Perzeption, der Konstruktion und dem Zeichnen, die Dar- 
stellung räumlicher Gegebenheiten, die visuelle Symboldarstellung, das Erkennen 
und Darstellen visueller Gegebenheiten aus dem Gedächtnis, das Erfassen zeitlicher 
Vorgänge, die Analyse akustischer Reize, die Zeiterfassung, die akustische Symbol- 


darstellung, das Erkennen und Hervorrufen akustischer Reize aus dem Gedächtnis 


Korrespondenz. Mit Hilfe solcher 
] sowie die eigentüm- 
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liche Organisationsform bestimmter Funktionen der betroffenen Kinder aufge- 
deckt werden kónnen. Die gleiche Untersuchung an einer Kontrollgruppe von nor- 
malen Lesern würde es letzten Endes ermóglichen, eventuelle Unterschiede zwi- 
Schen den beiden Gruppen festzustellen und diese auf ihre Signifikanz und Korre- 
lation hin statistisch zu prüfen. Nur, nachdem diese dritte Stufe der Untersuchung 
beendet ist, werden wir mit Sicherheit eventuelle primáre Symptome der Dyslexie 
feststellen kónnen. i 


Zur Ätiologie 

Ulrich Bleidick (Bonn) versuchte, die große Anzahl mannigfaltiger Theorien zur 
Lese- und Rechtschreibeschwäche zu ordnen. Die bestehende Vielzahl von Theorien 
muß nicht notwendigerweise andeuten, daß wir noch nichts Genaues wissen, sie 
kann auch Beweis dafür sein, daß die Legasthenie keinen einheitlichen Defekt dar- 
stellt und mit einer einzigen Deutung nicht hinreichend gefaßt zu werden vermag. 
Ja, es ist noch nicht zu Ende diskutiert, ob die Lesestörungen selbst eine umschreib- 
bare Krankheit oder aber nur Symptome verschiedenster Genese sind. 

Wie dem auch sei, die bisher gebotenen Theorien unterscheiden sich hinsichtlich 
der Ätiologie nach optischen, akustisch-dysphasischen und neomatisch-encephalo- 
pathischen Verursachungen, untersuchen sowohl primáre wie sekundare Faktoren, 
betrachten endogene und exogene Gründe, betonen innerhalb der encephalopathi- 
schen Erklärungsweise die Lokalisation, die Hemisphärendominanz und die prä- 
natale Genese, eruieren bei den milieu-theoretischen Erklärungen allgemeine Um- 
weltfehler, Lernmethoden und Unterrichtsweisen, neurotoide Fakten, um schlieB- 
lich auch mit allgemeinpsychologischen Deutungsversuchen die Gestaltgliederungs- 
fahigkeit und die Fahigkeit zum Vollzug sukzessiver Bewegungsgestalten in den 
Mittelpunkt zu rücken. Zweifellos haben die neueren dynamischen Erklärungsver- 
suche gegenüber den früheren allzu statischen Betrachtungsweisen viel für sich. 
Doch steht eine allgemein verbindliche theoretische Begründung noch aus. 

James C. Reed (Detroit) untersuchte zusammen mit Jean S. Braun am Diagnostic 
Reading Center der Wayne State University in Detroit, Michigan (USA), um doch 
einen generellen Faktor zu finden, die Beziehung zwischen der Lesefertigkeit und 
der Entwicklung bestimmter Denkfunktionen zu bestimmen. Die Untersuchungs- 
ergebnisse deuten darauf hin, daß die Lesefähigkeit mehr von ganz bestimmten, 


lation zwischen dem Lesen und den allgemeinen Merkmalen der Intelligenz Rech- 
nung, wie sie sich im Intelligenzalter resp. im Intelligenz- oder Entwicklungsquo- 
tienten ausdrücken. Wenn das Lesen von ganz bestimmten, eng umschreibbaren 
intellektuellen Bereichen abhängt, so wird damit auch erklärt, warum viele Kinder, 


Eine Analyse der Lesefertigkeit auf den verschiedenen Entwicklungsstufen 
führte zu dem Ergebnis, daB die Auffassung, das Verständnis, die concept formation 
ability genau der jeweiligen Entwicklungsstufe des Lesens entspricht. Außerdem 
zeigte sich, daß die Fähigkeit, die doch im allgemeinen für eine Komponente der 
Intelligenz gehalten wird, wahrscheinlich eine getrennte Denkfunktion darstellt, 
die nicht hinreichend von den zur Zeit bestehenden Intelligenztests geprüft werden 


CONFERENCES — KONGRESSE — CONGRES 103 


kann; eine Tatsache, die übrigens im Gegensatz zur Ein-Faktoren-Theorie der In- 
telligenz, aber im Einklang zu einer Mehr-Faktoren-Theorie steht. 

Die Ergebnisse der Untersuchung beweisen, daß das Lesen in hohem Maße von 
der genannten Fahigkeit abhángt und die Hôhe der Korrelation mit dem Alter zu- 
nimmt; ferner, daß komplexe Lesetexte weit mehr von ganz bestimmten, eng um- 
schreibbaren intellektuellen Bereichen abhängen, als es bei einfachen Lesetexten 
der Fall ist. Aus allem ergibt sich, daß ein concept-formation-ability-test besser als 
jeder Intelligenztest Hinweise für eine vorhandene oder zu erwartende Lesefáhig- 
keit gibt. Die Lesespezialisten werden diese Erkenntnis berücksichtigen müssen. 

Bernhard Pietrowicz (Münster i. W./Aachen) konnte mit seinem Korreferat über 
den ersten Teil einer im Auftrag des Deutschen Instituts für wissenschaftliche Pä- 
dagogik in Münster/Westfalen — vor allem unter Mitarbeit von Hans Brunnen- 
gräber (gest. 1961) — durchgeführten Untersuchung die Konzeption seines Vorred- 
ners bestätigen. Wenn man von der Tatsache ausgeht, daß der Mensch zwar von 
Natur aus ein sprechender Mensch ist (home sapiens est homo loquens), keinesfalls 
aber ein schreibender, das Schreiben vielmehr eine spáte Kulturleistung darstellt, 
hat man einen ganz anderen Ansatzpunkt. 

Das Lesen von Schriftzeichen, Buchstaben, Wórtern und Texten ist nur ein Teil 
eines viel umfassenderen Phänomens von Lesen!" überhaupt, wenn man darunter 
mit Recht in erweitertem Sinne u.a. auch das Lesen und Deuten von Naturzeichen 
etc. versteht. Das weist auf eine gnostische Grundfáhigkeit hin, die indes — wie jede 
andere Begabung — eine Variationsbreite hat. Klinisch erweist sich somit die Legas- 
thenie qua gnostische Stórung resp. Schwäche als Sonderform der Agnosie wie 
Seelenblindheit und Seelentaubheit. 

Die Untersuchungen haben bisher dargelegt, daß die legasthenen Kinder nicht 
nur in der Erfassung und Wiedergabe zugeordneter Lautsymbole schwach sind, 
sondern im gnostischen Bereich schlechthin. Daß sich diese Schwäche — untersucht 
man in erster Linie die Eindrucksseite des Phänomens — mehr optisch (also literal) 
bemerkbar macht und — zieht man in erster Linie die Ausdrucksseite in Betracht — 
mehr akustisch (also verbal), liegt auf der Hand. Der Streit zwischen den Anhän- 
gern der verschiedenen Seiten ist unfruchtbar. Es wird damit nur bewiesen, daß die 
Legasthenie als anlagemäßige Unbeholfenheit eine global-gnostische Stórung ist, 
die naturgemäB viele Seiten hat, auch eine optische, auch eine akustische, zweifel- 
los — würde man es untersuchen — eine haptische. Berühmt gewordene Falle wie 
Helen Keller beweisen, daB sich die gnostische Fähigkeit nicht nur allein auf Augen 
und Ohren bezieht. 


Zur Sekunddrsymptomatik 


Maria Linder (Zürich) gruppierte 50 leseschwache Kinder, die in der Psychiatri- 
Schen Poliklinik für Kinder und Jugendliche in Zürich untersucht worden waren, 
nach ihren vorherrschenden Verhaltensweisen. Dabei zeigte sich: 5 Kinder (= 10%) 
bewiesen ein normales Verhalten, waren nett, lebhaft, hilfsbereit und ohne Schwie- 
rigkeiten; 22 Kinder (= 44%) waren in sich zurückgezogen und machten einen ver- 
tráumten, scheuen, ängstlichen, passiven und infantilen Eindruck, sie weinten en 
leicht, erschienen schreckhaft, ausweichend und deprimiert; 20 Kinder Ee 95) 
gaben sich labil, nervös, unruhig, zerstreut, unkonzentriert und schwankend in den 
Stimmungen; 3 Kinder (= 6%) verhielten sich aktiv-schwierig, wild, unfolgsam, 
grob, machten Dummheiten, waren Spielverderber und nahmen es mit der Ehrlich- 

: sehr schwierig, sicher festzustellen, 


keit nicht immer so genau. Im Einzelfall war es 
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was als primäre und was als sekundäre Verhaltensweise bezeichnet werden kann, 
Denn die Frage ist, ob das Kind schon früher charakterlich auffallig war und die 
Leseschwäche als erschwerender Faktor noch hinzukam, oder ob sich die Verhal- 
tensauffalligkeiten als Folge der Leseschwäche entwickelten, Als besonders ge- 
fährdet müssen in jedem Fall die vielen stillen und regressiven Kinder (= 44%) 
im Auge behalten werden, die alles in sich verschlieBen und zu einer neurotischen 
Entwicklung neigen. Somit sind diese legasthenen Kinder in einem weiteren Bereich 
als bloB im Lesen und Schreiben gefáhrdet, nämlich in der Entwicklung der Ge- 
samtpersónlichkeit. Hat also das nicht verstandene legasthene Kind mit erheblichen 
Schwierigkeiten zu kampfen, so muB die Übungsbehandlung in eine umfassendere 
Therapie eingebaut werden. 


Zur Therapie 

Franz Biglmaier (München) wies mit Nachdruck darauf hin, daß die erfolgreiche 
Behandlung von Lesestórungen eine sorgfaltige Diagnose voraussetzt, die auch 
während der Behandlung auf Grund der laufenden Beobachtungen immer weiter 
präzisiert werden muß. 

Die Lesediagnostik kann schon am Ende der 1. Klasse durchgeführt werden. Sie 
besteht formal in der Festlegung des Lesequotienten (normal — 100), der als Unter- 
Schied zwischen Lesestufe (geprüft mit standardisierten Lesetests) und Erwartungs- 
stufe (berechnet auf Grund des Lebensalters, des Intelligenzalters, der Rechen- 
leistung und der Klassenzugehörigkeit) errechnet wird. 

Den Ansatzpunkt der Behandlung bietet das Fehlerprofil, das die Abweichungen 
von der zu erwartenden Normalleistung bei den einzelnen Fehlerkategorien an- 
zeigt. Auf Grund dieser (aus dem quantitativen Lesequotienten und dem qualita- 
tiven Fehlerprofil bestehenden) symptomatischen Diagnose wird der individuelle 
Behandlungsplan aufgestellt. Da die Lese-Leistungs-Struktur von Kind zu Kind 
verschieden ist, muß jedes Kind individuell in kleinen Gruppen von 8 - 12 Kindern 
gefördert werden. Zwei- bis dreimal wôchentlich treffen sich die Kinder zu günsti- 
gen Tageszeiten. Es steht interessanter und entwicklungsgemäßer Lesestoff zur 
Verfügung. (Dabei ist zu bemerken, daß die Stadt Kopenhagen, die bei 750.000 
Einwohnern 148 Leseklassen eingerichtet hat, für ihre Kinder vielseitiges und vor- 
bildliches Material bereitstellt, das jeden Teilnehmer aufs stärkste beeindruckt hat). 

Die Behandlung kann sich richten: a) auf die Überwindung der bestehenden 
Schwächen (z.B. Übungen zur Bereicherung des Wortschatzes); b) auf die Um- 
gehung der Schwierigkeiten unter Stärkung der vorhandenen Fähigkeiten (z.B. 


Lautunterscheidung); c) auf die Analyse der Lesefehler (z.B. akustomotorische 
Assoziationsiibungen, Luftschreiben, » Fingerlesemethode"). 


ben darstellt, um durch den allmählichen Abbau der einzelnen legastenischen 
Fehlergruppen eine allmähliche Reduktion der orthographischen Fehlleistungen 
und damit ein Ansteigen der Selbstsicherheit des legasthenen Kindes auf dem 
Gebiete seiner größten Insuffizienz zu erzielen, daß sich um diesen Kern der Thera- 
pie aber eine Gruppe von spezifischen Übungen reiht, die anscheinend mit der 
Legasthenie nicht im Zusammenhang Stehen, jedoch dazu dienen, auch sámtlichen 
Sekundársymptomen wirkungsvoll zu begegnen. 

Für die Behandlung, die móglichst als Einzelbehandlung zu beginnen ist, muß 
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Sicherheit bestehen iiber a) Form der Legasthenie, b) Schweregrad derselben, c) 
Entwicklungsstadium derselben, d) Primarsymptome derselben, e) Alter des zu be- 
handelnden Kindes und seine bildungsmäßigen Voraussetzungen. Die Behandlungs- 
batterie umfaBt a) Konzentrationsübungen, b) Training zur Beschleunigung des 
Arbeitstempos, c) eigentliches Training der Lese-Rechtschreibsicherheit unter Ver- 
wendung von Spezialisten, d) Schulung des Gedáchtnisses, e) Orientierungsübun- 
gen, f) Spiel- und Verbaltherapie zur Behebung der Neurosesymptome, g) allge- 
meine Auflockerung durch Rhythmik und Musik in besonderen Fällen, Erfahrungs- 
gemäB umfaBt die Dauer einer erfolgreichen Behandlung 8 Monate bis 2 Jahre. 
Helmut Tamm (Hamburg) berichtete von seinen Erfahrungen mit lese-recht- 
schreibschwachen Kindern in Sonderklassen (LRS-Klassen). Sinnvolle Gruppen- 
arbeit bei extremen Versagern erfordert ein lernpsychologisch und sozialpsycholo- 
gisch optimal gestaltetes Feld. 4 Aspekte der Leseklassenarbeit werden hervorge- 
hoben: a) Psychologische Sanierung des Lernfeldes, d.h. Hineinwachsen in neue Rol- 
len, das setzt die Überwindung der Eindimensionalitát des Statussystems voraus: 
jeder kann sich mindestens auf einer Ebene bewähren und behaupten; Einräumen 
eines breiteren Entfaltungsspielraumes durch integrativen Führungsstil; Vermin- 
derung des soziodynamischen Druckes durch klärende Aussprachen über Schul- 
probleme aller Art; Lösung der Verspannungen, die durch das häusliche Milieu ent- 
standen sind; Elternarbeit; u.a.m.; b) Anbahnung eines neuen Sinnbezuges zur 
Sache, d.h. handelnder Umgang mit Buchstaben- und Worttäfelchen, mit Druck- 
kasten und Lesequartetts im Sinne von Lernspielen; c) Kontinuierlich fortschrei- 
tender, mit dem Sachunterricht verschwisterter Leselehrgang, der es mit Hilfe von 
Arbeitsblättern im Sinne einer Eigenfibel erlaubt, anfänglich eine Beschränkung 
auf einfaches Wortmaterial einzuhalten, und bei dem sich unter Berücksichtigung 
der verschiedenartigen Störungen weitgehend individualisieren läßt. Mit Bekannt- 
heitsqualität stark besetzte Wörter (Interesse der Zehnjährigen, Altersmundart) 
bilden das Ausgangsmaterial des ausgewogenen analytisch-synthetischen Lehr- 
gangs; d) Die zum Teil genannten umfassenden persönlichkeits- und sozialpsycho- 
logischen Maßnahmen intendieren nicht zuletzt das Wecken der Eigeninitiative; 
interessiertes, selbständiges Mitarbeiten ermöglicht ein beschleunigtes Aufholen 
der Leistungsrückstände. Bei Berücksichtigung dieser Fakten ergibt sich für die 
Kinder einer LRS-Klasse die einzigartige Chance zur Neuanpassung an die Lern- 
mee aber auch an Lehrer und Mitschüler, ja, an die Schulsituation schlecht: 


Abschließend berichtete Mogens Ellehammer über die Arbeit in den 148 Lese- 
klassen und 20 Lesekursen in Kopenhagen. Ein Schulbesuch und der Empfang m 
Schulpsychologischen Kontor in Kopenhagen vermittelten weiter einen tiefen Ein- 
druck von der dänischen Arbeit mit leseschwachen Kindern. 


BERNHARD PIETROWICZ, Aachen 
Hans Kircaxorr, Hamburg 
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Die Stadt Wien und die Aufgabe der europäischen Erziehung 
Zu den Wiener Europäischen Gesprächen 1956 — 1961 


Es ist kein Zufall, daß Wien nach dem zweiten Weltkrieg alljährlich eine Europa- 
woche von internationalem Ansehen und außerordentlicher Strahlungskraft ver- 
anstaltet. Wien war Jahrhunderte hindurch, wie man gesagt hat, ,,die übernatio- 
nale Metropole eines Reiches, in dem die Hauptströmungen der abendländischen 
Kultur zusammenflossen", und das Geschehen in und um Wien war immer auch 
ein Teil der europäischen Geschichte. Man hat darauf hingewiesen, daß das Land, 
dessen Hauptstadt Wien ist, lange gekennzeichnet gewesen sei „durch die Vielfalt 
von Völkern und Sprachen”, so daß es „den Einigungsbemühungen von heute Vor- 
bild sein könnte”. 

Und so war es erklärlich, daß Graf Coudenhove-Kalergi, als er nach dem ersten 
Weltkrieg den Gedanken eines vereinigten Europas unter dem Namen ,, Paneuropa” 
mit groBem Enthusiasmus propagierte, sein der Jugend Europas gewidmetes Buch 
Paneuropa in dem in Wien neugegründeten Paneuropa-Verlag herausgab, und daß 
der erste paneuropäische KongreB mit über 2000 Delegierten als Vertretern von 24 
Staaten vom 3. bis 6. Oktober 1926 in Wien stattfand. Als nach dem Sieg des Natio- 
nalsozialismus die Paneuropa-Bewegung und eine europäische Partei in Deutsch- 
land unmóglich geworden waren, gewannen sie in Ósterreich als ein Weg zur Be- 
kámpfung des die eigene Existenz bedrohenden deutschen Nationalsozialismus an 
Bedeutung. So fand am 17. Mai 1934 im groBen Sitzungssaal des dsterreichischen 
Parlaments eine Kundgebung für ein vereinigtes Europa statt, auf der der wenige 
Wochen später ermordete üsterreichische Bundeskanzler Dollfu8 und Graf Couden- 
hove die Hauptredner waren. 1935 folgte dann in Wien der 4. Paneuropa-KongreB, 
im Mai 1936 der erste paneuropäische Agrar- und 1937, unter dem Ehrenvorsitz des 
damaligen Unterrichtsministers Dr. Perntner, der erste europäische Erziehungs- 
kongreß unter starker ausländischer Beteiligung. Mit dem Einzug des Hitlerregimes 

1938 verstummte aber dann der Ruf nach einem Vereinten Europa auch in Öster- 
reich. 

Als nach dem zweiten Weltkrieg der Wiederaufbau Österreichs Fortschritte ge- 
macht hatte, wurden in Wien auch wieder die Bestrebungen zur Pflege der Europa- 
Idee lebendig. Bei einem Schultag, der anläßlich der Konferenz europäischer Parla- 
mentarier in Wien 1956 stattfand, kündigte der Bürgermeister der Stadt, Franz 
Jonas, an, daß Wien fortan bemüht sein werde, den Gedanken der europäischen 
Integration zu fördern. Im darauffolgenden Jahr 1957 fand dann in Wien ein euro- 
päisches Erzieher-Seminar mit Pädagogen aus 11 Ländern statt, über das Heft 8 
der Wiener Schriften Erziehung zu Europa (110 Seiten) mit dem interessanten und 
instruktiven Vortrag von Elisabeth Rotten „Das europäische Kind und seine Be- 
dürfnisse” und den kritischen Ausführungen von Haakon Vigander, Rektor eines 
Gymnasiums in Oslo, „Ziele und Grenzen einer Erziehung zu Europa” eingehend 
berichtet. 1958 folgte ein Presse-Seminar mit 54 Journalisten aus 13 Ländern, des- 
sen Bericht als Heft 7 der Wiener Schriften mit dem Titel Die Presse im Dienste 
Europas (124 Seiten) vorliegt. Noch im gleichen Jahr trafen sich im Rahmen der 
Wiener Festwochen 40 Politiker aus 6 Ländern zu einem Europagespräch in der 
österreichischen Bundeshauptstadt. Neben den Referaten österreichischer Politiker, 
wie z.B. des damaligen Staatssekretärs und heutigen Außenministers, Dr. B. Kreis- 
ky, standen Vorträge international bekannter ausländischer Politiker auf dem Pro- 
gramm, z.B. des Präsidenten der Westeuropäischen Union, Sir James Hutchinson, 


— at 
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des Generalsekretärs des Europa-Rates, Lodovice Benvenuti, des Vicepräsidenten 
des Deutschen Bundestages, Prof. Carlo Schmid über ‚Die Entwicklung des Men- 
schenbildes in der europäischen Geistesgeschichte'" und des Professors Salvador de 
Madariaga über ,,Das Schicksal Europas". Das Europagespräch 1959 war dem 
Thema ,,Die junge Generation und Europa" gewidmet, das einen starken Zustrom 
von Jugendlichen aus allen ósterreichischen Bundesländern und aus allen Berufs- 
schichten herbeiführte. S. Nr. 12 der Wiener Schriften unter dem gleichen Titel 
(261 Seiten) mit so aufschluBreichen Beitrágen wie Arthur Conte ,,Das Anliegen der 
heutigen franzósischen Jugend" und der Wiedergabe einer internationalen Forum- 
Diskussion unter der Diskussionsleitung von Nationalrat Karl Czernitz über das 
die Pädagogen besonders interessierende Thema ,, Was kann die Jugend zur Eini- 
gung Europas beitragen ?” 

Das Europagesprüch 1960 (s. Nr. 14 der Wiener Schriften) hatte „Die Funktion 
der Kunst in der modernen Gesellschaft" zum Thema, das von 1961 fand unter der 
Ankündigung ‚Die voraussehbare Zukunft” und einer Podiumdiskussion über 
„Kultur in der Industriegesellschaft" statt. Für das Europagespräch, das in der 
dritten Juniwoche 1962 stattfand, war das Thema , Europa in den Augen der 
andern / Europa im Urteil Asiens, Afrikas und Lateinamerikas” vorgesehen, 

Um das Zustandekommen, den Verlauf, aber auch durch eigene Beiträge auch 
des Inhalts der Europagespräche, die in den letzten Jahren durch den Bundespräsi- 
denten eróffnet wurden, erwarben sich das Hauptverdienst der Bürgermeister Franz 
Jonas, der Vicebürgermeister der Stadt Wien Hans Mandl und der Nationalrat 
Czernitz, der in der Regel in einer SchluBzusammenfassung das Fazit der Tagung 
zog, — und dabei oft zu den vorausgegangenen Ausführungen in interessanter Weise 
Stellung nahm. 

Die Europagespräche bestehen, wie gesagt, nicht nur aus Vorträgen bedeutender 
Minister, Professoren, Abgeordneten, Fachleuten, Journalisten, Beamten, sondern 
auch aus Podiumdiskussionen, bei denen auch vorher von den Zuhörern eingereich- 
te Fragen beantwortet werden. Die Teilnahme an fremdsprachigen Vorträgen wird 
durch Simultanübertragung erleichtert. Der Aufenthalt der ausländischen Redner 
und Teilnehmer an diesen Europagesprächen wird wegen des Zaubers der Stadt 
und der sprichwörtlichen Liebenswürdigkeit und Gastfreundschaft für viele zu 
einem einmaligen Erlebnis. 

Obwohl diese Tagungen nicht nur oder auch nur in erster Linie für Pädagogen 
veranstaltet werden, sind sie selbst wie auch die im Druck vorliegenden Berichte 
für sie von großem Wert. Einmal, weil sie das die Europa-Idee und die europäische 
Erziehung fundierende Wissen vertiefen, aber auch dadurch, daß sie die Bedeutung 
der Erziehung für die Realisierung der europäischen Integration immer wieder be- 
tonen und den Willen dazu in der Erzieherwelt zu wecken suchen. Aber auch päda- 
80gische Einzelfragen werden behandelt, wie die Bedeutung eines entsprechend Se 
teilten Geschichts-, Geographie- und Fremdsprachenunterrichts für die europäische 
Erziehung der jungen Generation. Für den pädagogisch interessierten Leser ist auch 
die jetzt noch aktuelle Diskussion des Problems eines Europa-Lesebuches (ob lite- 
Tarische Anthologie, Sachbuch, Magazin, das reportagehaft über das Europaerleb- 
nis der Jugend berichtet, ob Schul- oder Lebensbuch, ob für die verschiedenen 
Lander typische oder ein einheitliches Lesebuch) von Wert. j | 
5 Dieser Bericht über die Wiener Europagesprache verdient die Veröffentlichung 
in dieser internationalen pädagogischen Zeitschrift auch wegen einiger zentraler 


Forderungen, die sich auf allen Tagungen Geltung verschaffen: 
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Verbannung nicht nur eines übertrieben einseitigen Nationalismus, sondern auch 
eines extremen Europáismus; Erkenntnis der Gleichwertigkeit anderer Nationen 
und Rassen; Achtung vor den Lebensauffassungen nicht nur anderer Personen, 
sondern auch anderer Nationen. : 

Außerdem wird häufig betont, daß die Jugend nicht nur zum Europäer, sondern 
auch zum Weltbürger erzogen werden sollte, und daß dieses durchaus möglich sei, 
da zwischen Europäertum und Weltbürgertum kein Gegensatz bestünde. 


F. Scan. 


Der philosophische Unterricht 
Internationaler KongreB 


Mailand, November 196r 


Auf Anregung des „Verbandes zur Förderung der Philosophie am deutschen 
Gymnasium", der im Jahre 1956 gegründet wurde, war bereits im Jahre 1959 nach 
Schwelm bei Wuppertal eine Tagung ausländischer Philosophielehrer-Verbände 
einberufen worden, auf der die Gründung einer „Arbeitsgemeinschaft europäischer 
Philosophielehrer" beschlossen wurde. Diese hielt ihren ersten Kongreß am 1. und. 
2. November 1961 in Mailand ab. Die Sitzungen dieser Arbeitsgemeinschaft sind 
für alle an der Frage des Philosophie-Unterrichts interessierten Länder offen. In 
Mailand waren an den Referaten und Diskussionen Vertreter von acht Nationen 
beteiligt: Deutschland, England, Frankreich, Italien, Osterreich, Schweiz, Spanien, 
Vereinigte Staaten. Verhandlungssprachen waren Franzósisch und Italienisch (als 
Sprache des Gastlandes). 

Zwei Themen standen zur Diskussion: ,,Die Idee des Philosophie-Unterrichts in 
Europa” und „Die Vorbereitung der Lehrkräfte für den Philosophie-Unterricht”. 
Als Ergebnis der Beratungen läßt sich in kurzen Worten etwa folgendes feststellen: 
Man sollte meinen, daB bei der Verschiedenheit der Art und Weise, wie der Philo- 
Sophie-Unterricht in den genannten Landern durchgeführt wird, eine gemein-euro- 
päische Idee einer philosophischen Bildung utopisch sein müßte. Es hat sich aber 
gezeigt, daB — trotz der nach Umfang und Inhalt verschiedenen Praxis in den ein- 
zelnen Ländern — die Argumentation für die Notwendigkeit eines Philosophie- 
Unterrichts erstaunlich einmütig war. So wurde z.B. der Gegensatz zwischen einem 
Wissen vermittelnden (informativen) und einem der Bildung dienenden (forma- 
tiven) Philosophie-Unterricht dadurch aufgehoben, daß man der Bildungsaufgabe 
den Vorrang gab, während die Kenntnis philosophischer Begriffe, Probleme, Lehr- 
meinungen und der Hauptwerke der bedeutendsten Philosophen als sekundáres, 
aber nicht zu vernachlässigendes Unterrichtsziel gelten solle. 

Die Bildungsfunktion der Philosophie wurde u.a. darin gesehen, daB der junge 
Mensch durch sie in die Lage versetzt wird, mit Bewußtsein Grundsätze und Maß- 
stäbe zu gewinnen, die ihm eine kritische Haltung in der Welt der Ideologien und 
der chaotischen Anschauungen sichern und es ihm erméglichen, im kleinen und im 
groBen Entscheidungen zu treffen, für die er eine begründete Verantwortung über- 
nehmen kann. Aus dieser Zielsetzung ergab sich Übereinstimmung auch in Einzel- 
fragen: weder soll ein chronologischer Durchgang durch die Geschichte der Philoso- 
phie den Unterricht bestimmen, noch soll ein Handbuch dem Unterricht zugrunde 
gelegt werden, das dem Schüler fertige Lösungen gibt, anstatt ihn zum eigenen 
Nachdenken anzuregen. 


4 


& 
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— Die Beiträge zu dem Thema des zweiten Tages waren verschieden: jedes Land 
hatte seine eigenen Sorgen. Einig war man sich aber in der Forderung, daß die Phi- 
Tosophie eine weit größere Rolle im Studium der künftigen Gymnasiallehrer spielen 
müsse. Dabei sollte der Student sowohl eine allgemeine Kenntnis der das Geistes- 

"leben beherrschenden philosophischen Probleme erwerben, als auch im Studium 

iner Fächer bis zu ihren speziellen philosophischen Grundlagen vordringen. Aber 
das kann bei der heutigen Struktur der europäischen Universitäten nur dann er- 
wartet werden, wenn bereits auf der Oberstufe der Gymnasien der Sinn für philo- 
sophisches Fragen geweckt worden ist. 

Auf Anregung der deutschen Delegation beschloß der KongreB, ein Preisaus- 
‘schreiben zu veranstalten. Dieses soll das gemeinsame Interesse des abendlandischen 
Kulturkreises an einer philosophischen Bildung zum Ausdruck bringen und Wege 
Zu ihrer Förderung und Vertiefung weisen.!) 


Erwin LEBEK, Bremen 


H Interessenten wenden sich bitte an Dr. Erwin Lebek, Arnold-Bócklin-Str. 14, 
- Q8) Bremen, Bundesrepublik Deutschland. 
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THE EDUCATION OF GIRLS 


OLLERENSHAW, KATHLEEN, Education for Girls. London: Faber ami 
Faber 1961, pp. 196, 18 s. 

PERETTI, MARCELLO, La personalità della donna et il problema della sua 
educazione. Brescia: Editrice La Scuola 1961, pp. 316, Lire 1200,—. 


try to achieve. On the background of facts such as attitudes of the girls, needs of 
Society, we can discuss either, but they still are two essentially different things, 
Chapter 2 gives a good idea of the social background and what girls nowadays; 
prefer. But it is not at all clear what education should do. And although “Work and. 
Marriage" indicates an important problem, we ought not to lose sight of the girl D: 
her present setting. This setting reminds us of what is happening to the ‘other girls’, 
to those who do not go to school but who earn money and, what is more, spend it. | 
The true ‘debutante’ of the Affluent Society is the wage-earning teenager. She is the 
target of the advertiser. She sets the standards and fashions in many respects: in 
‘glamour’, in the ways she amuses herself; and she also is the idol of many school 
going teenagers, The schoolgirl does not live on a social island and what is offered 
to her in the shop where she tries to buy a new coat is not determined by her buf 
by her wage-earning sister. The author certainly does not belittle these problems 
but her attention is strongly limited to the schoolgirl and to the setting in which: 
she lives there. It is in this respect that the book makes its distinct contribution. 
The evidence is that of a practical teacher not of a scholar who studied the problems 
for their own sake. 

When co-education is discussed in the next chapter, the question is limited to the 
School situation. In part this is, of course, entirely justified, But it must be re- 
membered it is much more natural to have a co-educational school in a country 
where the whole educational system is self-evidently based on this idea than to 
have a mixed school in those countries where co-education is not so thoroughgoing 
and not taken for granted. A non-co-educational school in a country like Holland 
is an oddity and could hardly be a success.!) Even many of the small number of. 
girls’ schools in that country are part of co-educational schools of which they are | 
just a particular section. So we cannot tell what is right in a country without. 
finding out what is happening in this field in the country as a whole. 

In the discussion of sex education the author stresses the contribution of the 
home: “Parents must assume ... the main responsibility for sex education.” But. 


1) Around 1870 the first girls were accepted as pupils in the existing secondary 
day-schools. Existing girls' schools began to dwindle in the following period. 


— 
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she adds: “... the biological facts of sex can and should be taught by the biology 
teacher", adding however “it is not the facts so much that matter but the domi- 
nating emotions" (p. 69). I agree. But: what about these dominating emotions? 
Are they to be taken home without spilling too much on the way? Here again the 
surrounding social reality comes in: what is happening more than in the home and 
in the school only? And how many biology teachers as well as how many school 
classes from which social backgrounds can be dealt with in the way suggested? 
With all sympathy for the general idea: let the parents take responsibility, let the 
biology teacher make his contribution, we must now say: this book is not only 
rather introvertly directed to the school, it also thinks in terms of good homes, 
good teachers and well protected children in not too malevolent a social context in 
England. 

The secondary curriculum for girls must include: religious education, English, 
history, geography, modern languages; "mathematics must have a fundamental 
place in all secondary school curricula"; biology and the physical sciences should 
be taught as well. Latin and Greek are for the happy few. “Art and music have a 
particular significance in the education of girls”, "housecraft has a special place in 
the education of girls ... as an essential part of aesthetic education, and as a 
practical subject with a strong vocational slant.” Commercial courses are very 
popular with girls and “To make the best of themselves girls need to be taught how 
to move and sit with grace and poise ..., they cannot begin to learn too early." 
The discussion of these suggestions evokes all kinds of controversy and these things 
can be dismissed in 30 pages only in a country where educational problems in this 
respect have been thrashed out and are more or less settled by now. Some of the 
author's reasons have nothing to do with girls but concern young people generally 
(‘History should teach girls how to think about the affairs of nations and the effects 
of external events, on the rise and fall of civilizations, etc."). In other matters the 
treatment of problems is oversimplified ("... too many able women tend to be- 
come immersed in domestic duties ... The fault must be traced back to an edu- 
cation which has failed to get across to them the lessons of the past and their impli- 
cations for the future”). Many remarks show good practical sense and offer the 
general reader an impression of why things in schools could or should be done. 

A crucial point is reached at the age of 15: “Three-quarters of all girls at present 
leave school at 15.” The author believes the remedy to be keeping the gir ls “working 
at a spanking pace at subjects which appeal to them . :: They want to live full and 


useful lives and they are prepared to work hard if they can see that the school is 


endeavouring to help them in this”. This sounds like boarding-school for the upper- 
s i dhood. But what can the ordinary 


class girl who is willing to accept a prolonged chil ` 

girl do? The middle-class home is no longer sure of itself. The surrounding world is 
there for all to see and is accessible. The children live in a world of longings which 
can be satisfied even if it means buying a cheap substitute — say: plastic for leather. 
Would “working at a spanking pace" be an answer to this problem? Even T 
writing and hair-dressing courses (p. 109) could not solve it. The appeal to earn an 

Spend money, to be independent, is strong. Why should she stay at school? Marriage 


has become a matter of adolescence, no more of 


or practically all university curricula. 
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“Too few girls go on to higher education”, “the provision for women at universi- 
ties is at present inadequate”, “if girls are to have as good a chance as boys, either 
they will have to produce as impressive lists of ordinary — and advanced — level 
passes in academic subjects with high marks at advanced level, or universities will 
have to give them preferential consideration ...'" Among the reasons for the rela- 
tively poor performances of girls compared with boys the author mentions shortage 
of experienced graduate staff in girls’ schools and the fact that girls’ grammar 
schools do not direct their syllabuses towards the universities to the same extent as 
boys’ schools, However this may be, in Holland where we have no girls’ schools to 
speak of and where the provision for women at universities is the same as for men, 
we have the same difficulties with girls. So it may have to do with the fact that, 
indeed, our universities are even less fit for girls than they are for boys. It might 
have to do with the concept girls — and their parents — have of what a woman's life 
should be, although — in Holland at least — many girls go to university to enjoy the 
advantages of students' club life (one of which is the matrimonial market value). 
The higher education of women assumes a great importance in our vastly changing 
society. But perhaps we should muster the courage and imagination to think of 
higher education along lines which enable the student to know less and to under- 
stand better, to break away from the endless amount of cramming which seems to go 
with academic performance and to follow a more restricted syllabus which is com- 
posed more in accordance with personal interest than is the case now in many uni- 
versities I know. Where something of this idea is realized we see that girls’ aca- 
demic achievements attain a scope and a level which should encourage universities 
to provide more opportunities of this kind. 

This all amounts to saying that we are of one mind with the author when she 
says: “The basic assumption that girls will fulfil a dual role if they decide to continue 
in a career after marriage gives the lie immediately to any notion that careers at 
present can have the same incentive force in the education of girls as in that of 
boys ... Where then is the incentive to spring from? Presumably it can only de- 
tive from a more realistic and practical appreciation by society and by employers 
of the contribution women can make outside the home." The differences in the 
needs and mental reactions of the two sexes are so great — the author says — “that 
we would do well to develop a new and distinctive philosophy of education and 
ntes practice with the needs of girls in mind as distinct from the needs of 

ys". 

Summing up my impressions about this intelligent, clear and stimulating book, 
I still believe that underlying Mrs. Ollerenshaw's work is the view that the edu- 
cation of girls is derived from the education of boys and that schools are really 
thought of and made for boys. Nevertheless, she has given to English readers à 
survey of what educational practice for the needs of girls could and should be. 


If we compare the second book with that by Mrs, Ollerenshaw, we are immedi- 
ately struck by the fact that the English author can take a great deal for granted 
in the rights and facts of the education of girls which still has to be defended in 
Italy. 

The Institute of Education of the University of Padua is engaged in a study of 
the education of girls, as Prof. d'Arcais tells us in his preface. Publications On 
“problems of women" are vastly increasing, adds the author in his introductory 
remarks. The book tries to offer a fundamental approach to the education of women 


| 
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based largely on the more recent literature. The author has no pretensions to be 
informed on all that has been published in the field. 

Understandably enough the Italian author has developed his problems 
on a much more explicit philosophical basis. Evidently also Mr. Peretti must come 
to grips with facts of a political nature in the present situation. For an author of 
his country the Russian emancipation of women appears, even to-day, to have 
acute significance. We must primarily recognize the struggle which still is going 
on in Italy, a struggle, of course, connected with a historical and social background 
and consequently with educational and political ideals and actions. 

In the light of these presuppositions this is a valuable contribution to the problem 
of the education of girls generally as well as, more particularly, in relation to the 
situation in certain European countries around the Mediterranean. Some of these 
countries have as yet hardly any history of free and equal opportunities for women. 
‘Small wonder that Mr. Peretti writes on p. 104 (cf. also p. 142), that it is of little 
help to proclaim the moral dignity of womanhood as long as this is not followed by 
the practical realization of an economic independence. But even this will amount 
to little, he believes, if there is no adequate opportunity for the girl to be educated 

“in all respects and to the complete extent of her abilities. Part-time professional 
occupation of the married woman is considered — under certain conditions — as a 
yaluable contribution to her personality development as well as to her function in 
‘the family. The Church, we are told, must do more than bless, curse or preach, it 
must recognize the unity of mankind, put this idea into practice and foster the 
‘creation of a new attitude in young people, an attitude which will be of particular 
help to the young woman. Mr. Peretti concludes his book with a quotation from an 
address of the Pope in 1957 to the 14th International Congress of the World Union 
of Women in which he calls upon the women of his audience to help their sisters to 
rise from a state of ignorance, from the total lack of culture and education. The 
author feels that this is an appeal directed not only to distant places but also to the 
Women of his own country. 
The last 100 pages of the book are devoted to an analysis of the education of the 
‘girl in the different stages of her development and in the environment of home and 
“School. This is very much a general outline of what should be done. The book would 
- be even more interesting if we would find a good survey of facts as they are in 
order to know where the suggested activities will have their points of application. 
We do not see the sociological setting, the Italian context; this is regrettable not 
Only because we would like to be able to judge what the author takes for granted 
“but also because the practical worker in his own country should know what he is 


Up against. 
M. J. LANGEVELD, Utrecht 


HEMMING, JAMES, Problems of Adolescent Girls. London - Melbourne — 
Toronto: Heinemann 1960, pp. 179, 18 s net. 


Der Autor offeriert mit dieser Studie einen sehr originellen Beitrag zur empiri- 
Schen Fundierung der Entwicklungspsychologie der Reifezeit: Die Redaktion einer 
englischen Zeitschrift für junge Madchen, die 1951 gegründet wurde, unterhielt 
Sehr bald eine lebhafte Korrespondenz mit ihren Leserinnen, die in ihren Briefen 
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um Rat für die mannigfachsten Probleme baten. Aus dieser Korrespondenz heraus 
entwickelte sich eine Art Beratungsabteilung in der Redaktion der Zeitschrift, die 
auf eine kurze, in die Zeitschrift eingerückte Notiz hin noch mehr Zuschriften er- 
hielt. Da zur besseren Fundierung der Beratung Altersangabe erbeten wurde, konn- 
te eine entwicklungs-psychologische Zuordnung vorgenommen werden. 

Der vorliegenden Veróffentlichung liegt die Analyse von 3.259 Briefen zugrunde, 
die zwischen 1.4.1953 und 31. März 1955 an die Redaktion geschickt wurden. Die 
Briefe stammten aus dem ganzen Vereinigten Kônigreich. Das Alter der Brief- 
schreiberinnen (soweit feststellbar) variierte von 7-17 Jahren; die am stärksten 


vertretenen Altersgruppen waren die 12-14jáhrigen (fast 60%). Die in den Briefen : 


geäußerten Probleme bzw. Ausgangspunkte von Problemen konnten folgenden 
Gruppen zugeordnet werden: Freundschaft (36,5%), Elternhaus (20,3%), Schule 
(11,6%), eigene Persónlichkeit (31,1%), andere (0,6%). AuBerdem wurde ermittelt, 
inwieweit sich in den Briefen Gefühle der Verlassenheit, der Verwirrung bzw. des 
Konflikts bezüglich der geltenden sozialen Normen und des Gefühls, lächerlich zu 
wirken,zeigten. Die AuBerungen, die sich auf Konflikte und soziale Normen be- 
ziehen, (z.B. „bin ich alt genug, um den Lippenstift zu benutzen", „mit Jungens 
auszugehen” usf.) nehmen mit dem Alter zu (von 7% mit 10 Jahren auf 34,8% mit 
14 Jahren). Die ÁuBerungen der Furcht, lächerlich zu wirken, nimmt dagegen ab 
(von 18% mit 9 Jahren auf 2,2% mit 15 Jahren). Ebenso nehmen die Probleme, 
die sich auf die Schule beziehen, vom 13. Lebensjahr an stark ab. 

Die Fragen, die sich auf die eigene Persönlichkeit beziehen, schließen solche ein, 
welche sich auf das Aussehen, die eigene Schüchternheit, auf schlechte Angewohn- 
heiten und zum Teil auch auf weltanschauliche Probleme beziehen. Der Verfasser 
meint abschlieBend, das Studium dieser Briefe vermittle ein Bild von der gegen- 
würtigen Jugend, das sich von dem allgemein verbreiteten deutlich unterscheide. 
Anstelle von Revolte und Verachtung der üblichen Standards erkenne man ein 
heftiges Bestreben, Schwächen zu meistern und das eigene Selbst zu vervollkomm- 
nen. Man erkenne auch ein eifriges Bemühen um Einsicht in persönliche Pro- 
bleme. Der Autor schließt an diese Schlußfolgerungen Bemerkungen über „die 
Hilfe, die diese jungen Menschen brauchen” an und analysiert dabei typische 
Fehler von Eltern und Lehrern. 

Die an wirklich brauchbaren empirischen Fundamenten nicht reiche Jugend- 
psychologie wird diese Studie dankbar begrüßen, wenn sie auch die vom Verfasser 
gegen sich selbst erhobenen methodischen Einwände vielleicht stärker bewerten 
wird als dieser. Als Ergänzung von Studien, die unter kontrollierteren Bedingungen 
zustande kommen, haben die hier veröffentlichten bzw. ausgewerteten „persön- 
lichen Dokumente" aber einen unschätzbaren Wert. Sind sie doch unmittelbarer 
Ausdruck jugendlichen Daseins — und nicht Reaktion auf eine Test- oder Befra- 
gungssituation. 

H. Tuomaz, Bonn 
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SCHNEIDER, FRIEDRICH, Vergleichende Erziehungswissenschaft. Heidel- 
_ berg: Quelle and Meyer 1961, pp. 218. DM. 15.50, paper; DM. 17.50., 


= coth. 


de Erziehungswissenschaft und Pädagogik des Auslands were fortunate in having the 

introductory volume, Vergleichende Erziehungswissenschaft, written by Dr. Frie- 
"deich Schneider, one of the pioneers in the development of comparative education 

as a branch of the study of education. The publication of this volume is timely since 

"there has developed recently a widespread interest, if not in comparative education, 

at least in the educational systems of foreign countries. Gratifying as this develop- 

ment may be, there has been a great deal of confusion about the content, method, 

“scope, and purpose of comparative education as well as failure to distinguish be- 
- "tween Auslandserziehung, or foreign school systems, and Vergleichende Erziehungs- 
j "wissenschaft, or comparative education. Nor is it clear that the scientific value of 

comparative education is generally understood; too frequently it is used to point 
_ ut the inferiority or superiority of one's own school system. 

The fundamental issues involved are clarified by Dr. Schneider in his latest work, 

"Which carries the sub-title: Geschichte, Forschung, Lehre. The five chapter headings 

Provide a still better indication of the book's content: 1. Geschichte der Vergleichen- 
- den Erziehungswissenschaft; 2. Der Begriff der Vergleichenden Erziehungswissen- 
"Schaft; Inhalt und Umfang; 3. Forschung; 4. Der Unterricht in Vergleichender Er- 

- "ziehungswissenschaft; and 5. Die gestaltenden Faktoren der Pädagogik der Volker.) 

_ As Dr. Schneider planned it, the work aims to overcome the differences in ap- 

- proach and guide both teaching and research to a common end. But he emphasizes 

thé importance of analyzing the national determinants of education, which must 

“bé taken into account, and those influences on thought that derive from the study 

Of comparative education. 

Before continuing the review of this comprehensive and scholarly book I trust 
that Dr. Schneider will forgive me for referring to the number of misprints which 

“can easily be corrected. The most glaring, however, are likely to cause embarrass- 

Ment to the author and confusion to the readers. Sir Eustace Percy is made to be 
the director of the Institute of Education of the University of London instead of 
Sir Percy Nunn. It was not Sir Eustace Percy but Lord Eustace Percy who edited 
the Year Book of Education before World War II. The author of National Character, 
etc. was Sir Ernest Barker not Barkel. Russell Galt (not Russel Gall) wrote The 

Conflict of French and English Philosophy of Education in Egypt. Dr. Schneider is 
‘enthusiastic about the status of comparative education in the United States, but 
‘he is misled by the number of courses in the subject that are offered for teachers 
and the size of the membership of the Comparative Education Society, without any 
evidence of the exposure of the teachers and members to the study of the subject, 
Or of the number who have contributed anything to the subject, or who could read 
‘the book under review. The less said about the Society's “whirlwind” educational 
‘tours, the better. All this points to “the significant disparity between the value of 
—_ 

1) In givin, itles i ir original language I have followed Dr. Schneider's 
` assumption, Ses oe e ups moe original, that students of com- 
| d ne education are sure to have a mastery of languages. I regret, however, that 
assumption is not valid for the United States. 


| . The editors of a new series of volumes to be published under the title Vergleichen- 
| 
" 


! 
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reading about a country and seeing it," which Dr. Schneider quotes from an article 
by Bereday. 

The chapter on the history of comparative education is comprehensive but one 
wonders whether M. Jullien deserves the amount of space devoted to him in the 
light of the little that he actually achieved. Far more contributory to the develop- 
ment and thought in comparative education in relatively contemporary times in 
research, teaching, and theory was the work of Sir Michael Sadler. His lecture, 
“How far can we learn anything of practical value from the study of foreign systems 
of education?" was more influential and was illustrated by his own writings and 
teaching. The epigoni in the field of comparative education have dotted some of 
his ‘ i's" and crossed some of his "Ce" but have added little to his essay. There is a 
tendency to find new justifications for the subject or to try new methods of study. 
and research (today mostly sociological), or even to discard what has been in- 
herited. At present there is a tendency in the United States to discard the influence 
on education of national character and of nationalism. It is most encouraging to 
find in Dr. Schneider a stalwart supporter of both determinants. The critics in 
looking for new approaches and explanations are not content with global ideas but 
cut up the corpus into such small bits that its original structure disappears. Dr. 
Schneider disagrees with me in this and in his last chapter is inclined to adopt such 
an analysis. 

It seems to me that while Dr. Schneider makes out an excellent case for the study 
of comparative education and its theoretical and practical values, it is doubtful 
whether this aspect of the study of education has yet reached the stage that he 
assigns to it. In Germany, for example, there is at present only one important 
centre for those who would specialize in the subject, and in the United States, where 
it is claimed that the subject is widely taught, it is doubtful whether there exists 
more than a handful of centres where adequate provision is made for its study. 

Nevertheless Dr. Schneider has made an important contribution toward culti- 
vating an interest in the subject. The specialist in comparative education is ex- 
pected to have studied the history and principles of education, philosophy, edu- 
cational psychology and sociology, the history of culture, and cultural influences 
and differences. He should have a knowledge of political theory and practice, of 
economics, and of other subjects that serve to explain the forces that determine the 
character of educational systems. Dr. Schneider is aware of the need of such 4 
background, but does not, in my opinion, give adequate attention to the influence 
of political theory on education, an influence so marked in the present century am 
especially since World War II. 

For the student of comparative education or one's own system of education 
Chapter V is an outstanding contribution. This chapter, Gestaltende Faktoren der 
Pädagogik der Völker, is one that was anticipated about a quarter of a century 
ago by the author's Triebkräfte der Pädagogik der Völker. It is with a feeling of 
great intellectual pleasure that one finishes the book with a reminder that not bricks 
and stones, and statistics make an educational system, but that the following de- 
terminants must be looked for and understood: National character, geographical 
environment, national economy, culture, religion, science, social organization, poli- 
tics, foreign influences, and internal factors in the development of education. Here 
isa truly scientific guide to the study and understanding of any educational system, 
which provides at the same time a basis for comparison. The guidance that the new © 
generation of students can find in this book is the distilled wisdom of one who has 
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devoted the major part of his professional life to the study of comparative edu- 


cation. d 
I. L. KaNDEL, Westport, Conn. 


UNESCO/BIE, Organization of Pre-Primary Education. A Comparative 
Study. Publication No. 230. Paris/Geneva: UNESCO/BIE 1961, pp. 288. 
Swiss francs 9.—; N. Fr. fr. 10.50; 15/—; $3.—. 


This publication on the organization of pre-primary education, prepared by the 
twenty-fourth International Conference on Public Education at Geneva in 1961, 
is an extremely useful and comprehensive piece of work, Information on non-com- 
pulsory schooling was obtained from 65 different countries and in all but two, some 
form of provision was made though it varied considerably from country to country. 

In order to obtain this information a questionnaire was addressed to the Ministries 
of Education of the 65 countries involved. This asked for facts concerning the differ- 
ent types of provision and how such establishments were administered and regu- 
lated; the syllabus and methods employed; the buildings and equipment expected; 
and the training, status, salary, hours of work etc. of the staff employed. The social 
and medical aspects of pre-primary establishments was also requested particularly 
in relation to the safeguarding of young children’s health and the links maintained 
with the family as a whole. A particularly pertinent point, in view of the vital im- 
portance of these early years, was that which asked what were the most important 
and urgent problems concerning pre-primary education and the objects preventing 
their solution and development. The 65 countries were also asked to add any infor- 
mation not specifically demanded, but which might be considered useful, with sta- 
tistics for pre-primary education subdivided where possible according to the types 
of establishments involved. ta 

In commenting on the many valuable findings of a study of this nature it is diffi- 
cult not to make it a mere catalogue of information, particularly when of necessi ny 
this review must be very brief. It is perhaps important too, therefore, in considering 
all the factual information here, to remember that behind these seemingly bare 
bones, are the children it is concerned with, their eager, vivid, spontaneous person- 
alities, and their very real needs and problems, which are, on the whole, so meagrely 


met. 

The agencies responsible for pre-primary work in the different countries 
questioned were of course many and varied. The types of establishments, too, 
ranged from those organized by Welfare and State Departments and Religious 
bodies to Production Co-operatives, Universities and Buddhist Monastic Schools. 
The role played by private initiative was CO! iderable in almost all the contributing 
countries. As was to be expected, staffing and training, the inspecting and super- 
vision of pre-primary establishments varied greatly in quality and kind, though the 
standards of building and equipment appeared to be generally high. The greatest 
agreement among the countries represented came under the heading Educational 
Activities and Method”. It was generally reco; ized that the development of the 
child as a whole was the ultimate aim. Learning was mainly through play in à 
homely and informal atmosphere in an environment which provided a great variety 
of different kinds of experience. Most establishments were left free to develop along 
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*he lines they felt most satisfactory. The teaching of the basic skills was, on the 
whole, either discouraged or forbidden, though this did depend to a certain extent 
on the age at which compulsory education began. The links with family and com- 
munity were recognized as being very vital at this early age and the need for medi- 
cal supervision and the provision of meals, generally free, and rest, if the length of 
the day demanded it, was also stressed in most countries. 

The reasons for the lack of development in pre-primary education, as stated by 
the majority of the countries, were those with which we are all too sadly familiar: 
lack of funds, the shortage of teachers and inadequate premises. General apathy 
and poor understanding on the part of the general public and Education Depart- 
ments, and the fact that available funds were spent on the extension of compulsory 
education, were also apparent from the report. Many countries still regarded pre- 
primary education as a form of social care for the needy and underprivileged child, 
rather than a worthwhile and valuable institution in its own right for all preschool 
children, 

The fact of having this material available, carefully summarized and arranged 
in such a way that it can be quickly and easily found is of real value. The map, as 
it were, of pre-primary education is here spread out before us, and a very instructive 
and comprehensive map it proves to be. 

Joan E. Cass, London 


Hatsey, A. H., FLOUD, JEAN, and ANDERSON, C. ARNOLD (Editors), 
Education, Economy, and Society. Glencoe (Ill): The Free Press of Glen- 
coe 1961, pp. 625, $7.50. 


This is a most valuable book for which there has been a great need. Its major 
theme is the analysis of educational institutions under conditions of rapid social 
change. Education both responds to social change and is itself the means, or con- 
dition, or sometimes the cause of further social changes. The function of schools 
and universities thus changes with the approach of the more fully technological 
Society of industrialized countries. 

This theme is pursued in six parts, each representing one of its principal aspects, 
and in forty-two chapters. The book is described as a reader in the sociology of edu: 
cation, and is designed to serve as a college text. From its size, comprehensiveness 
and expense it is clearly a textbook in the American style rather than the English. 
It is a collection of reprints of original papers, with four published for the first time. 
Its great advantage is that it contains the best that has been written on the soci- 
ology of education during the past two to five years. It is therefore a contemporary 
book of reference for those who wish to be up-to-date in a rapidly developing 
subject. Its disadvantage for students in training as teachers, where in England 
and other countries outside the U.S.A. there is a great need for a more sociological 
approach, is that the student will need considerable guidance in its use, and that it 
is so lengthy and in places indigestible. In fact student-teachers, perhaps wrongly; 
would prefer a digest of some of the longer papers, particularly those with many 
statistical tables which soon become out-of-date. In general the writers express 
themselves with admirable clarity and one has learnt to expect, but not to admire, 
a certain amount of jargon in sociology. But more than one paper is very difficult 
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y 
“io read. Imagine, for example, the unnecessary difficulty of having to translate 
"sentences like: “In this situation it is important to have a reorganization of the 
"motivational structure so that the original dominance of the hierarchical axis is 
modified to strengthen the egalitarian components," when the writer could say: 
‘Tt is important for the pupil to learn how to work both under authority and with. 
his equals.’ 
| In reviewing a composite reader of this nature it is obviously impossible to refer 
to more than a few of the individual contributors. The editors’ introduction — which 
"provides a good summary of the main findings of the subsequent papers — opens 
with the sentence: — “Education is a crucial type of investment for the exploitation 
of modern technology." This accounts for the word 'economy' coming into the title, 
| and the first section deals with the consequences for education of economic change. 
Tn fact the whole volume is predominantly concerned with economic pressures, and 
it is not intended to deal with cultural transmission or cohesion in a broader sense. 
The second section deals with problems of social mobility and the occupational 
structure. It demonstrates how the growth of a new professional and managerial 
“class in developed countries has placed a burden of vocational selection and training 
‘on to the educational system. This has made education one of the agents of social 
mobility, though it is an inefficient agent and by no means the only one as Anderson 
shows in both his papers. However educational selection has to be made at some 
stage and the next section studies some of the social factors involved in the selection 
process. Material from France, Scotland and England concerns secondary selective 
schooling, whereas the problem is met later in the U.S.A. in the consideration of 
who goes to college. In all places an adverse social background is seen to be a handi- 
cap to the lower status children in their movement towards a higher education. 
Both Wolfle and Rogoff show that this is equally true in the more affluent U.S.A. 
Home and family influences are not the only ones, and educational opportunity 
also depends on sex, locality, scholastic, cultural and ethnic factors. 
Part four deals with social factors influencing academic achievement in general. 
Apart from intelligence it is well known that socio-economic status is related to 
Success in school, a low status often leading to too early a cessation of formal edu- 
cation. A general survey by Rossi shows how little is known of the influence of 
teachers and schools, and points to the need for a sociology of the school. By far the 
Inost interesting paper in this section is that by Bernstein which suggests that 
Success in learning, and more fundamentally growth of intelligence, may be closely 
related to the type of language learnt from earliest years. His evidence shows that 
the working-class child is more likely to be restricted to a ‘public’ language, which 
orients him to descriptive rather than analytic concepts, whereas the middle-class 
child can also make use of a ‘formal’ language w! ich facilitates verbal elaboration 
and the possibility of more abstract thought. This ties uP with Nisbet's theory that 
the inverse relation of intelligence and family size is partly due to the lesser develop- 
Ment of language through the more limited contacts with the parents in large 
families. 
The last two sections may be mentioned together. Glass gives an excellent survey 


of the growth of secondary and higher education in England, under the impact of 
chools’ dilemma to- 


changing social forces and class attitudes. Schelsky puts the s 
day ina paper which is the model of readability and conciseness. He sees the schools 
them to distribute the prizes 


with h an intolerable burden as more claims are made on 
of life, with the power to promote or demote. Halsey and Ashby make clear the 
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changing function of the universities from transmitting culture and conserving the 
status of certain élites towards an open door policy to all who can be trained for 
occupational placement in a technological society. Expansion has gone so far in 
American universities, as Clark points out, that they have to devise a ‘cooling-out’ 
process as a means of letting down gently the weaker students who don't drop out 
of their own free-will. All this section is very interesting and stimulating, and the 
discussion on teachers after it is dull reading, except for the comparison of English 
and American teachers by Baron and Tropp, and the account of social origins by 
Floud and Scott. 

In conclusion it is worth saying that the approach of this volume has many impli- 
cations for educational thought in general. To those familiar with the traditional 
aims and purposes of education it comes as a bit of a shock to think of the schools 
as so closely serving the national economy, as being “springboards from which 
lower status persons enter the labour force”, or “bureaucratic mechanisms assigning 
life-chances”’. One has a certain nostalgia for the old English output of Christians 
and gentlemen, or the liberal ideal of the development of individuality. To say this 
is not for one moment to deplore or regret the impact of the scientific revolution. 
It is only to suggest that there is also a sociology of culture, which in time may 
produce sufficient papers to make another volume perhaps a little slimmer than 
this but equally needed. 

KENNETH Ottaway, Leeds 


STOLUROW, L. M., Teaching by Machine. Cooperative Research Mono- 
graph N° 6, Washington: U.S. Department of H.E.W. 1961. 


Depuis 1959, sous la direction dynamique de David L. Clark, la Cooperative Re- 
search Branch de l'U.S. Office of Education publie une série de monographies de 
recherches, du plus haut intérét. Les éditeurs poursuivent non seulement une sévére 
politique de qualité, mais, en réaction contre l'émiettement et le manque d'inté- 
gration de la recherche pédagogique, ils s'efforcent de présenter des mises au point 
des problèmes cruciaux pour la science de l'éducation. La sixième monographie, 
consacrée aux Teaching Machines, est digne des précédentes. 

Devant l'accroissement inoui du volume des connaissances et du besoin d'édu- 
cation, devant la pénurie toujours plus grave de maîtres, les chercheurs s'interro- 
gent sur la facon de rendre l'enseignement plus efficace, plus productif, et s’effor- 
cent notamment de développer des moyens d'étude autodidacte. L'automatisation 
de l'enseignement pourrait donc contribuer à résoudre une des questions les plus 
angoissantes de notre temps et les Etats-Unis consacrent actuellement des ressour- 
ces considérables à la recherche dans ce domaine (1,87 million de dollars depuis 1958 
au seul niveau fédéral). 

L'étude de L. M. Stolurow qui suit de peu la publication du Source Book de A. 
Lumsdaine et R. Glaser 1) Propose, à notre connaissance, la meilleure synthése 
parue jusqu’à présent sur les Teaching Machines. D'emblée, l'auteur situe, impli- 
citement au moins, le probléme comme il semble devoir l'étre: Stolurow parle en 
effet d'instruction et non d'éducation. Il se limite donc à l'aspect technique de la 


1) Washington: NEA 1960. 
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transmission de la connaissance; et c'est dans cette perspective qu'il faut étudier 
son ouvrage. 

Afin de pouvoir formuler les exigences critiques auxquelles une Teaching Ma- 
chine doit répondre, Stolurow s'attache à préciser le concept méme de l'enseigne- 
ment. “L’instruction”, écrit-il, "est le processus au cours duquel un enseignant pré- 
sente une matière à un élève, de telle sorte que celui-ci réponde d'une façon qui 
mette l'enseignant en mesure de déterminer l'élément d'information suivant qu'il. 
doit présenter. Nous définissons l'objectif primaire de l'instruction comme la modi- 
fication de la réponse de l'élève afin qu'elle satisfasse aux critères de l'enseignant. 
En d'autres termes, le processus enseigner-apprendre peut être considéré comme 
une communication et un contrôle prenant place parmi les composants d'un sys- 
tème. Ici, le système est composé d'un enseignant, d'un programme d'instruction 
et d'un étudiant, ces trois éléments se trouvant dans un modéle particulier d'inter- 
action. Typiquement, le maítre est la source de communication et le systéme de 
contróle." (p. 4) 

Dans ce cadre de référence, Stolurow conclut que, pour réaliser une efficacité 
maximum de l'enseignement, l'interaction continue entre le maitre et l'éléve est 
nécessaire, entendant entre autres par là que chaque réponse doit étre immédiate- 
ment suivie d'une correction individuelle. On sent ici l'influence de la psychologie 
de Skinner qui introduit dans la théorie du learning humain les résultats de ses ob- 
servations sur le learning animal. 

Il n'est guére possible d'engager une discussion de ce point dans un compte rendu. 
Bornons-nous à dire, qu'à nos yeux, la nécessité du renforcement immédiat et 
continuel reste à démontrer en ce qui concerne l'apprentissage des comportements 
humains. Assez paradoxalement d'ailleurs, la Teaching Machine, qui s'appuie sur 
le principe du feedback non postposé, servira peut-étre A vérifier expérimentalement 
Ja pertinence méme de ce principe. A 

Nous y insistons, la Teaching Machine actuelle représente la mise en application 
d'une hypothèse sur la nature du learning et non d'une certitude. Il ne faut donc 
jamais se départir d'une certaine réserve sil'on ne veut pas se laisser noyer par une 
technique ou une croyance quasi dogmatique en la valeur d'un procédé. Sera-t-il 
jamais possible de standardiser l'apprentissage ? Nous garderons constamment ces 
restrictions à l'esprit en lisant Stolurow. $ 

Il distingue dans l'enseignement deux taches interdépendantes, mais, à son avis, 
Séparables: la planification et la réalisation de l'instruction. Jusqu'à présent, les 
deux avaient été l'oeuvre du méme agent: le maitre. Dans un enseignement auto- 
matisé, une dissociation interviendrait, l'éducateur concentrant ses efforts sur la 
Programmation tandis que la réalisation deviendrait l'oeuvre de la machine, définie 
comme “un mécanisme qui présente des informations à un étudiant et contróle ses 
Comportements ..." (p. 5) ; d 

Si on admet ce qui précéde, la seconde phase de l'instruction se réduit à un pro- 
bléme familier à l'ingénieur: il s'agit de déterminer la fonction optimum homme- 


Machine. Deux groupes de questions se posent alors: (1) Quelles fonctions spéci- 


fiques faut-il optimaliser ? (2) Quelle est la meilleure façon de les optimaliser ? "e 
apparaît la nécessité d'identifier, de façon aussi précise que possible, les perfor- 
mances à faire réaliser par l'éléve et d'analyser chacune de ses erreurs. s 
L'enseignement pourrait se définir par trois fonctions critiques: (1) Laach SE 
consistant en une série de stimuli fournis par le programme d'instruction et d 
une réponse est attachée. (2) La motivation function qui tend à faire apparaitre 
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performance désirée. (3) La feedback function qui fournit une connaissance immé- 
diate du résultat. 

Stolurow aboutit à la formation de dix exigences critiques qui non seulement 
doivent guider l'ingénieur chargé de construire une Teaching Machine, mais aussi 
l'enseignant à qui incombe la rédaction des programmes: (1) Présentation. (2) Ré- 
ponse. (3) Contróle de la vitesse de progression (pacing). (4) Comparaison. (5) Con- 
naissance des résultats. (6) Enregistrement. (7) Sélection. (8) Emmagasinage 
(Library ou storage). (9) Programmation. (10) Computation. 

Ces exigences critiques permettent à Stolurow de décrire systématiquement et de 
classer en trois catégories les machines existantes. Il distingue les machines à adap- 
tation minimum, les machines à adaptation partielle et les machines à adaptation 
compleéte.!) Cette série de descriptions — la plus complète que nous ayons rencontrée 
jusqu'ici — constitue une orientation excellente pour qui aborde le domaine de l'au- 
tomatisation de l'enseignement. 

Les considérations théoriques auxquelles nous avons fait place au début ont 
montré que la Teaching Machine appelle de nombreuses recherches dans les do- 
maines encore si neufs du learning et du teaching. Stolurow consacre un chapitre à 
ces problémes. Parmi les vues intéressantes qu'il développe, on retiendra celles qui 
concernent la relation entre le Quotient Intellectuel et l'aptitude au learning, la 
nature du problem solving pour différents groupes d’äge, la relation entre le learning 
et la rétention, l'effet variable du renforcement selon les Q.I. et, en général, l'aspect 
et la nature de la motivation. 

Avant de suggérer une technique provisoire de programmation, — qui, selon les 
mots de l'auteur, reste plus un art qu'une science — Stolurow propose quelques points 
de repére théoriques, les uns empruntés à la logique, faute de classification psycho- 
logique satisfaisante des tâches du learning, les autres à la psychologie. 

Enfin, l'auteur s'efforce de dresser le bilan actuel de la recherche. On peut en 
conclure qu'il est, dés maintenant, prouvé que la Teaching Machine est susceptible 
d'enseigner certaines matiéres et que, dans des cas précis, des enfants — normaux ou 
anormaux — et des adultes l'ont utilisée avec un succès au moins apparent. Mais, 
faute de résultats définitifs de la recherche, il est bien difficile de dépasser ces 
généralités. 

Stolurow conclut que la Teaching Machine est plus qu'un objet d'engouement et 
la considère comme un moyen didactique destiné à prendre place à côté du livre. 

Il envisage déjà les modifications profondes qui interviendront si la machine s'im- 
pose: les maitres seront délivrés de leurs besognes routiniéres; peut-étre une nou- 
velle catégorie de pédagogues apparaitra-t-elle, celle des “analystes”, les écoles 
perdant leur caractére actuel pour devenir des centres de guidance où le travail en 
commun des éléves n'interviendrait que pour l'application des notions acquises 
individuellement. Les bátiments scolaires devront d'ailleurs étre aussi éventuelle- 
ment adaptés aux exigences nouvelles. 

Le petit livre de Stolurow mérite d'étre lu avec le plus grand soin. Comme toute 
bonne synthése de recherches, il apporte non seulement une vue d'ensemble, mais 


_ 1) Nous avons proposé, en français, la classification en “machines à programme 
rigide” et ‘machines à programme souple” (Cf. G. DE LANDSHEERE, “Les Teachi! 
Machines", in Education, Bruxelles, sept. 1960, no 65) et, en allemand, *'Lehrgeráte 
mit festem Programm" et "Lehrgeráte mit geschmeidigem Programm” (Cf. G. DE 
D ne Die Automatisation des Unterrichts, A.D.L. 1960, document ronéo- 
type). 
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ilouvre des horizons vers des travaux complémentaires et d'autres réflexions. 

Quant à nous, notre position générale n'a pas encore varié et reste donc moins 
enthousiaste que celle du chercheur américain, Nous pensons que la Teaching Ma- 
chine triomphera, au moins partiellement, dans deux domaines: 1) non pas dans 
l'enseignement de base, mais bien dans l'enseignement d’éléves relativement âgés, 
susceptibles d’être profondément motivés par la nécessité d'acquérir une matière 
en vue de la réalisation d'objectifs auxquels ils adhèrent; 2) pour les travaux de 
systématisation, y compris la fixation de données purement factuelles de caractère 
énumératif. 

Enfin, même si la Teaching Machine ne répond pas à tous les espoirs qu'elle suscite, 
elle aura probablement au moins contribué à lancer des études indispensables pour 
l'élaboration d'une théorie scientifique du teaching, contrepartie manquante de la 


théorie du learning. 
GILBERT DE LANDSHEERE, Liège 


FROESE, LEONHARD (Herausgeber), in Verbindung mit Haas, RUDOLF, 
und ANWEILER, OSKAR, Bildungswettlauf Zwischen West und Ost. Freiburg 
i. Br.: Herder 1961, pp. 126. Paper. DM 7.80 


This little book is packed with facts and ideas on the background and the current 
status of the educational competition between the Communist East Europe and 
the West. The three writers are men of scholarship in their respective areas of study 
and they manage to present a clear picture of the school situation in a portion of 
Europe and in the United States. 

Froese, who writes on „Bildungstendenzen in der modernen Wel ”, offers an 
historical outline of contemporary reform movements in education, with particular 
reference to Sweden, Germany, the Soviet Union, and the United States. He admits 
that in Germany, at least, there is no „Gleichheit der Bildungschancen” and that 
some Western countries have not been as successful as the Communist nations in 
the fulfillment of compulsory education and the eradication of illiteracy. The spec- 
tacular progress of the Communist countries in education, he believes, has served 
as a magnet for a portion of the Afro-Asiatic world. d 

Itis obvious that Haas is at home in the complexities of American education. 
Before embarking upon his analysis, he presents a , Reihe der Schwierigkeiten" N 
such as the peculiarly American pedagogical terms. The greater part of his essay 
offers a description of the American educational system in the context of broad 
historical movements. With the insight and perspective of a knowledgeable foreign. 
Observer, he sums up the characteristics of the school system of the United States 
in ten generalizations. The final section of the chapter analyzes briefly some of the 
Controversies in American education and comes to a reasonable conclusion: „Aus 
der These des revolutionáren Bildungspragmatismus, der streckenweise zum Dogma 
erstarrt ist, und der Antithese des neuscholastischen Konservatismus, der vielleicht 
Zuwenig Notiz von der einmaligen sozialen Dynamik der amerikanischen Gesell- 
schaft nimmt, wäre dann eine fruchtbare Synthese gereift, in der sich gute ameri- 
kanische Traditionen mit europäischem Erbe zu einer realistischen Pädagogik ver- 
einigt hatten” (p. 81). j 


The final essay, by Oskar Anweiler, on the Soviet educational system, goes back 
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to the threefold source of current Soviet pedagogy: Leo N. Tolstoi and his followers 
in progressive education, Karl Marx' theories, and the contemporary educational 
reform movements in Europe and the United States. The development of the Soviet 
School is portrayed against the background of social and political change since 1917, 
Anweiler includes up-to-date statistics and facts which help the reader to under- 
stand the recent reforms. Looking behind the avalanche of words, he concludes 
with justice that the Khrushchev school reform reveals beyond doubt ,,dass die 
politisch-weltanschauliche Erziehung im Geiste des Marxismus-Leninismus nach wie 
vor das Fundament des gesamten Bildungswesens abgibt” (p. 121; italics in original). 
This point becomes obscured by the tons of publicistic paper in the United States 
and other countries on the successes of the Soviets in the teaching of sciences, for- 
eign languages, and other subjects. Much has been written on the “commitment”, 
“devotion”, and ''dedication"', of the U.S.S.R. to education, but it is too frequently 
forgotten — and Anweiler does well to emphasize the point — that ideology is at the 
bottom of the Soviet educational effort. 

This little book is factual, fresh, informative, and objective. It is designed to 
furnish an introduction to current pedagocial problems in some of the world's areas. 
The next edition might offer a more extensive bibliography by Froese. 


WiLLIAM W. Brickman, Philadelphia 


Drei finnische Publikationen (Suomalainen Tiedeakatemia) : 
Torvo VAHERVUO, Pupils’ Arithmetical Ability: Differences due to the 
Teacher, Helsinki 1957, pp. 48. 


VAINO HEIKKINEN, Comments on the Development of Teachers-in- 
Training. Helsinki 1957, pp. 73. 


VAING HEIKKINEN, A Study in the Learning Process in the School 
Class Environment. Helsinki 1957, pp. 82. 


Diese drei Publikationen weisen eine solche Ahnlichkeit auf, daß es richtig er- 
Scheint, sie zusammen zu besprechen. Die erste Schrift behandelt eine Unter- 
suchung über die Môglichkeit, verschiedene Unterrichtsmethoden mit einander Zu 
vergleichen. Mit Recht macht der Verfasser darauf aufmerksam, daß man nicht 
behaupten darf, der erfahrenste Lehrer besitze auch die besten Unterrichtsmetho- 
den. Es ist ja bekannt, daß die Meinungen selbst erfahrener Lehrer über Fragen wie 
wünschenswerte Anzahl der Übungen, die Notwendigkeit, die Schüler selbst Lösun- 
gen finden zu lassen usw., sehr auseinandergehen. Es wurde versucht, eine objek- 
tive Norm für die Rechenfertigkeit der Schüler zu finden. Um eine Korrelations- 
analyse zu ermôglichen, muBten die nach verschiedenen Faktoren eingeteilten 
Leistungen der Schüler sowie die Charakterzüge der Lehrer und ihre Eigentümlich- 
keiten auf unterrichtstechnischem Gebiet als quantitative Variable aufgefaßt 
werden. 

Die Testaufgaben waren in vier Gruppen eingeteilt worden: Mathematisches 
Rechnen, Lósung von Aufgaben, funktionelles Denken und Kopfrechnen. Warum 
die Probeaufgaben gerade so und nicht anders gewählt wurden, wird nicht erläu- 
tert. Verf. sagt lediglich, seine Auswahl führe zu einer operationellen Definition 


bu d o. 
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der vorgenannten Begriffe. So wird z.B. funktionelles Denken einfach als das be- 
handelt, was der ausgewählte Test miBt. 

Die Charakterziige des Lehrers wurden nach folgenden Gesichtspunkten ge- 
messen: pedantisches Verhalten, Genauigkeitsgefühl, Erklärungsbereitschaft, Kor- 
rektheit, systematische Darlegung, Gefühl für konkrete Beispiele und Lebendig- 
keit. Verf. meint, das Messen dieser GróBen sei in starkem MaBe abhängig von dem- 
jenigen, der die Beurteilung vornimmt. Trotzdem aber seien die Ergebnisse brauch- 
bar, da sie mit anderen von ihm gemessenen GróBen korrelieren. Diese Größen 
sind: Alter des Lehrers, die Frequenz der von ihm durchgeführten Tests, die Durch- 
schnittsquantität der Übungsaufgaben und des Selbstlesestoffes in einer Unter- 
richtsstunde und die Aufmerksamkeit, die er der Problemlósung schenkt. Verf. 
kommt zu der SchluBfolgerung, daB pedantisches Verhalten und zu stark auf das 
Mechanische eingestellter Unterricht sich nachteilig auf die Leistungen auswirken. 

Die hier angewandte Methode wurde wahrscheinlich deshalb gewählt, weil sie 
einige Genauigkeit verspricht. Korrelationen wurden bestimmt, und es wurde 
untersucht bezw. berechnet, ob ein gefundener Wert statistisch stichhaltig sei. Der 
gréBte Teil der Publikation behandelt die Zuverlässigkeit der gemessenen Größen 
und die Methode ihrer Findung. 

Mit Recht kann aber bezweifelt werden, ob eine solche Arbeitsmethode richtig 
ist. Hat es überhaupt einen Sinn, Korrelationen zwischen Größen zu berechnen, 
wenn es noch sehr fraglich ist, ob die zu untersuchenden Erscheinungen mengen- 
mäßig erfaßbar sind ? Und selbst dann, wenn sie sich nachträglich so erweisen soll- 
ten — was im vorliegenden Fall sehr zweifelhaft ist —, welchen Nutzen haben diese 
Ergebnisse, wenn nicht deutlich erkennbar ist, was eigentlich gemessen wurde? 
Denn es wurde nur etwas gemessen, das man operationell als „Pedanterie” definiert 
hat. Wer weiB aber, wie andere die gleiche Erscheinung nennen würden? 

Immerhin kann gesagt werden, daß Verf. zu vernünftigen Ergebnissen kommt. 
Pedanterie und eine zu sehr auf das Mechanische gerichtete Methode kommen dem 
Unterricht nicht zugute. Diese Tatsache sollte also quantitativ und experimentell 
bewiesen werden. Ein derartiges Ergebnis ist aber wenig geeignet, besondere Be- 
geisterung auszulösen. Der Zusammenhang war schon längst bekannt, und ein 
anderes Resultat würde nur zu ernstlichem Zweifel an der Richtigkeit der Unter- 
suchung führen. 

Die beiden Publikationen von Väinö Heikhinen sind in gleichem Sinne aufge- 
baut, Es besteht aber ein wichtiger Unterschied. Heikkinen hat eine viel kritischere 
Einstellung zu seinen Untersuchungen als Vahevuo. Gleich zu Beginn seiner Aus- 
führungen bemerkt er, daß es áuBerst schwer sei, Kriterien für die Berufseignung 
des Lehrers zu finden und einen Maßstab für die gegenseitige Vergleichbarkeit ani 
zulegen. Sehr wichtig ist auch seine Aussage, das vom Lehrer bezweckte Ziel könne 
beträchtlich von dem Ideal des Beurteilers abweichen. Dementsprechend bietet 
Heikkinen seine Ergebnisse mit gewissem Vorbehalt an. ; d 

In Comments on the Development of Teachers-in-Training vergleicht er die Unter- 


richtsbefähigung von Lehrern in der Ausbildung mit ihrer Motivation zum Unter- 
raxis und mit Zeugnissen und Test- 


m viel zu kleinen Personenkreis durchge- 
zu können. Sie lieferten aber einen Hin- 
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und der den Kindern gegenüber aufgebrachten Geduld. Als Selektionsmittel genüge 
dieser Test nicht ohne weiteres. Die Korrelation mit den Zensuren war viel niedri- 
ger, oft sogar negativ. Verf. erklärt dies damit, daß intelligente Lehrer anscheinend 
dem Lehrstoff mehr Aufmerksamkeit schenken als den Schülern. 

Ein Test zur Prüfung der erzieherischen Haltung der Lehrer stellte sich als un- 
genügend heraus, da er keinen Unterschied machte zwischen Lehrern, die nach der 
Ausbildung ihre Haltung wesentlich verbesserten und denjenigen, die immer auf 
dem gleichen Niveau blieben. Es konnte aber festgestellt werden, daB die Fähig- 
keit, mit Kindern umzugehen, weit mehr vom Alter des Lehrers als von anderen 
Kriterien abhängt. 

Auch bei dieser Publikation bleibt die Frage offen, ob das gebotene Ziffern- 
material für die Analyse von groBer Bedeutung ist. Auf Grund seiner Zahlen ist 
Verf. zwar zu einigen Schlußfolgerungen gekommen, die aber keine wirkliche 
Stütze in den Ziffern finden. 

Die andere Publikation von Heikkinen, A Study in the Learning Process in the 
School class Environment. Remarks on the Influence of Certain Motivation Factors, 
verspricht mehr, als sie tatsáchlich bietet. Die untersuchten Motivationsfaktoren 
betreffen ausschließlich die Ermutigung der Schüler durch das Lob des Lehrers. 
Es ist daher nicht verwunderlich, daB dieses Loben nur wenig EinfluB auf die 
Qualitát der Arbeiten hatte, und das umso weniger, als es sich nicht auf die tat- 
sächlich gelieferten Arbeiten bezog. Im Zusammenhang mit dem Experiment war 
das auch nicht môglich, es entstand dadurch aber eine für die Schüler durch- 
aus unwirkliche Situation. Die Motivation der Schüler wurde mit Hilfe eines Pro- 
jektionstests festgestellt. Selbstverstándlich war es äußerst schwer, hiermit eine 
meBbare GróBe zu verbinden. 

Auch hier darf man dem Verfasser nicht den Vorwurf machen, er habe die Mängel 
seiner Arbeitsmethode nicht erkannt. Ziemlich ausführlich geht Heikkinen auf die 
Frage ein, ob der Erfolg in der Arbeit durch die Motivation bedingt sei, oder ob 
gerade der Erfolg zu weiteren Leistungen anrege. Auch deutet er in aller Kürze 
andere Motivationstypen an, die noch zu unterscheiden waren. 

Wenn man die vom Verfasser durchgeführte Problemanalyse unabhängig von 
den zahlenmäBigen Ergebnissen betrachtet, so ist sie sicher von Bedeutung. Es ist 
aber fraglich, ob die Analyse ohne Berücksichtigung dieser zahlenmáBigen Ergeb- 
nisse nicht gründlicher und daher wertvoller gewesen ware. Verf. hätte dann einen 
umfassenderen Überblick über die Problematik geben und sich die Suche nach Er- 
klärungen für zweifelhafte Ergebnisse sparen kônnen. 


P. M. van Hee, Bilthoven 


Drey-Fucus, CHRISTEL, Der Fuchs-Rorschach-Test (FU-RO-TEST). 
Einführung in die Technik des Versuchs. Góttingen: Verlag für Psycho- 
logie Dr. C. J. Hogrefe 1958. 


Comme le BE-RO (Behn-Rorschach), le FU-RO-Test est une série paralléle au 
Rorschach. Il comprend 10 planches polichromes, dont 5 en noir et blanc et 5 en 
couleur (dont 2 en rouge et noir). Mais les contours des taches sont plus accentués 
et les couleurs et les contrastes (clair-obscur) plus marqués que dans la série de 
BE-RO. 
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Le test a été prévu pour faciliter aux sujets inhibés, bloqués, angoissés, ou mé- 
fiants, sinon indifférents, et qui ne se livrent pas facilement (ou qui ne se livrent 
pas du tout) de se libérer de leur crainte ou angoisse au moment de la passation de 
l'épreuve par une sorte de choc au contact avec les planches. Car méme les indivi- 
dus qui ont été génés au début par cette présentation, vite attirés par les planches, 
se sont livré d'eux-mémes par la suite. 

La recherche de Mme Drey-Fuchs est centrée sur le probléme de l'angoisse. 
L'angoisse humaine est devenue un symptóme familier de tous les jours. Si les tests 
de Rorschach, de Behn-Rorschach et de Fuchs-Rorschach démontrent sa crois- 
sance, le méme test donne aussi à l'individu la possibilité de s'en libérer, 

L'étude de la manifestation de l'angoisse humaine dans ses différentes formes au 
moyen du FU-RO-Test remonte à 1938, l'année, pendant laquelle Christel Drey- 
Fuchs préparait une thése sur le Rorschach. Professeur à la Chaire de Psychodiag- 
nostique de Rorschach à l'Université de Bonn depuis 1948, elle a poursuivi et appro- 
fondi ses recherches dans ce domaine. 

Les séries paralléles au Rorschach, comme BE-RO, ou FU-RO, ne peuvent qu'en- 
richir le domaine des techniques projectives et leur importance mérite d'étre signa- 
lée. Et ceci, d'autant plus qu'un psychologue chevronné pourra recourir tantôt à 
l'une tantôt à l’autre série, choisissant celle qui se prête le mieux selon les cas et les 
circonstances. 

Dans certaines situations, souligne l’auteur, la série de BE-RO intéresse au début 
(surtout la première planche) les craintifs et les inhibés, mais leur intérêt est 
“calme”, tandis que le FU-RO-Test secoue vigoureusement les pseudo-indifférents 
et les repliés sur eux-mêmes. Mais s'il les frappe davantage, il les aide par la même 
à se livrer plus spontanément. 

Il serait intéressant (et souhaitable) d'expérimenter le FU-RO-Test dans des 
pays latins et de comparer les résultats avec les résultats rhénans obtenus par l'au- 
teur, lesquels ne s'écartent pas d'ailleurs de ceux obtenus au Rorschach. 


BARBARA MAGIERSKA, Paris 
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WALTHER MERCK 70 JAHRE 


Als 1953 günstige Umstünde es erlaubten, die Internationale "Zeit- 
schrift für Erziehungswissenschaft wieder erscheinen zu lassen, gehórte 
Walther Merck zu den Initiatoren dieses Unternehmens. Er unterstützte 
es als erster Direktor des Unesco-Instituts für Pádagogik in Hamburg 
und nahm mit auBerordentlichem Geschick die Aufgaben des geschäfts- 
führenden Herausgebers auf sich. Wenn Walther Merck sich aus gesund- 
heitlichen Gründen von uns zurückziehen muBte, so wissen wir doch, daB 
sein Interesse an dem gemeinsamen Werk unvermindert fortbesteht. Wir 
danken ihm, gratulieren zu seinem 70. Geburtstag und wünschen, daB 


uns sein Rat auch weiterhin erhalten bleiben móge. 
DIE HERAUSGEBER 


Am 18. Oktober 1962 wird Professor Walther Mercig, Mitbegründer und Mither- 
ausgeber dieser Zeitschrift, 70 Jahre alt. — In Charlottenburg bei Berlin geboren, 
studierte Walther Merck 1911-14 Religionsphilosophie, Germanistik, Anglistik und 
Kunstgeschichte an der Universitat Berlin und verbrachte 1912/13 ein Semester 
am King's College in London. Auch Schweden, das er genauso wie England schon als 
hóherer Schüler kennengelernt hatte, besuchte er in dieser Zeit erneut. Nach dem 
Staatsexamen in Deutsch, Englisch, Philosophischer Propádeutik und Kunstge- 
Schichte war er ein Jahr Assistent am Nordischen Seminar der Universitat Greifs- 
wald, ging dann jedoch in den hóheren Schuldienst. Zugleich wurde er Mitarbeiter 
für Auslands — Pádagogik am Zentralinstitut für Erziehung und Unterricht in Berlin, 
in dessen Auftrag er 1924 eine Besichtigungsreise durch englische Schulen unter- 
nahm. Von Herbst 1925 an war er Schriftleiter des Pädagogischen Zentralblatts, 
der Zeitschrift des Zentralinstituts. Im selben Jahre reiste W. Merck als Delegierter 
des Zentralinstituts zum Welt-Erziehungskongreß nach Edi burgh/Schottland. Die 
deutsche Delegation auf diesem Kongreß, geführt von Georg Kerschensteiner, sah 
Sich vor die delikate Aufgabe gestellt, das immer noch - sieben Jahre nach dem 
Ende des 1. Weltkrieges — lebendige MiBtrauen der ehemaligen Gegner Deutsch- 
lands zu überwinden. , International understanding" war immer eines der Herzens- 
anliegen W. Mercks. d d 

1926 wurde Walther Merck — als jüngster deutscher Oberstudiendirektor — Leiter i 
der ,, Kerschensteiner-Oberrealschule" in Harburg bei Hamburg. Der Name dieser 
Neuerbauten, modern und großzügig eingerichteten Schule deutet auf die pádagogi- 
Sche Intention seines Leiters: Merck suchte die fortschrittlichen pädagogischen 


en modernen Arbeitsunterricht im Sinne 


Ideen der damali i i 
gen Zeit, also eini à i 
Kerschensteiners, eine weltoffene staatsbiirgerliche Erziehung und demokratische 


Schiilermit irklichen. 
itverantwortung zu verwirklichen. ai den U.S.A. beurlaubt, um 


1928/29 i iviertelj 
/29 wurde W. Merck auf ein Dreivi iir Ee ac Balle Sehol, 


Columbia University of New York, auszubauen. 
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und Colleges Vorträge, die auch politische Fragen behandelten und zum Verständ- 
nis der deutschen Situation in den U.S.A. beitragen sollten. Fragmente seiner Rede 
an der Universitat von Atlanta, Georgia, vom 16.11.29, wurden in entstellter Form 
nach Deutschland gekabelt und lósten einen Skandal aus. Merck hatte das Bibelwort 
zitiert: „Was hülfe es dem Menschen, wenn er die ganze Welt gewónne und náhme 
an seiner Seele Schaden?" und hatte hingewiesen auf die Wendung großer Teile 
der deutschen Jugend ins Geistige, bedingt durch Kriegsverlust und Inflation. Sein 
Wort von der „seelischen Gefahr eines Sieges’’ löste die Empörung der deutschen 
Nationalisten aus. 

Auf Grund seiner eben nicht einseitig nationalen, sondern auch internationalen 
Gesinnung und überhaupt seiner demokratischen Position wurde Walther Merck 
1933 unmittelbar nach der Machtübernahme der Nationalsozialisten seines Postens 
als Schulleiter enthoben, durfte jedoch als Studienrat in Hamburg-Wandsbek 
weiterhin unterrichten. Mit einer Reihe anderer abgesetzter Direktoren und gleich- 
gesinnter Hamburger Erzieher blieb er durch die Kriegsjahre in Verbindung und 
begann gleich nach dem Kriegsende, im Mai 1945, an führender Stelle mit dem 
Wiederaufbau des Hamburger Schulwesens: Er wurde Oberschulrat, Vorsitzer des 
Prüfungsamtes und Leiter dés Studienseminars für das Hóhere Lehramt. Mit den 
„Pädagogischen Wochen", einer Reihe von Vorträgen politisch unverdächtiger 
Professoren und Erzieher, wurde die Universität Hamburg wiedereröffnet. Schon 
1946 war W. Merck zu einem ersten der vielen nun folgenden Nachkriegsbesuche in 
England. Hier spielte er auch eine führende Rolle in der Organisation einer pádago- 
gischen Betreuung der deutschen Kriegsgefangenen in den Lagern, vor allem durch 
Einrichtung von Lehrgängen. Y 

Im Márz 1950 gab Walther Merck seine Stellung als Oberschulrat ab und nahm 
einen Ruf auf den neugeschaffenen, einzigen deutschen Lehrstuhl für Vergleichende 
Pädagogik an der Universität Hamburg an. 1952 übernahm er, u.a. auf Initiative 
von Maria Montessori, zugleich die Direktion des neugegründeten Unesco-Instituts 
für Pädagogik in Hamburg. Aus den Anfängen heraus baute er dieses Institut auf, 
das mit seinem Hauptanliegen — dem ,,international understanding" im Bereich 
der Pádagogik — Prof. Mercks eigentliches Geschópf und Krónung seines Lebens- 
werkes wurde. Im Sommer 1955 ging er, auf Einladung des Committee on the Leaders 
Programme, Washington, erneut zu einer dreimonatigen Studienreise in die U.S.A. 
und widmete sich dann bis 1959 noch einmal ganz der Universitátsarbeit. 

Walther Merck wurde in seiner padagogischen Position insbesondere durch Eduar d 
Spranger und Georg Kerschensteiner bestimmt. Mit letzterem teilt er die starke 
Beeinflussung durch angelsächsisches, vor allem pragmatisches Denken. Der ,,ty- 
pisch deutschen” philosophischen Pádagogik stand er immer, zwar aufgeschlossen, 
aber doch ein wenig skeptisch gegenüber. BloB idealistische Theorien lehnt er ab 
und drängt auf konkrete Lósungen, auf Verwirklichung. Padagogischer Dogmatis- 
mus nationaler oder konfessioneller Prágung ist ihm fremd, und seine ungewöhn- 
liche Aufgeschlossenheit für pädagogische Anregungen und Vorbilder in aller Welt 
empfanden nicht nur seine studentischen Schüler als besonders fruchtbar, sie 
bestimmte auch in den Jahren 1954-58 seine Haltung als Mitglied des Deutschen 
Ausschusses für das Erziehungs- und Bildungswesen. 


Fritz BonnsACK, Marburg 
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JOHANNES NOVRUP AND DANISH ADULT EDUCATION 
by RoAR SKOVMAND, Copenhagen 


Johannes Novrup, the Danish educationist, whose untimely death at 
Christmas 1960 was referred to by Professor Walther Merck in this 
periodical last year *, held a unique position in the work of adult edu- 
cation both in his own country and in other countries. In appearance there 
was nothing very striking about him, but when he entered a conference 
toom, modest and gentle in his bearing, their was a strength and dignity 
about him that communicated itself at once to his surroundings. The 
participants seemed to feel that the conference room had widened out and 


that any petty attitude to the subject under discussion would be out of 


question. Language barriers at international conferences fell away when 


he spoke. He was just as much at home in German or English as in his 
mother tongue, and it might almost be said that all who listened to him 


had the impression as if their language was his own. 
Johannes Novrup was chairman of UNESCO's first world conference on 


adult education, held at Elsinore in 1949, and he greatly regretted being 


unable, through illness, to attend the next one which met at Montreal in 


1960. He had, however, taken part in a preparatory meeting in Washing- 
ton in the summer of 1959, where he briefly explained the background to 
his own attitude to the subject and also spoke for his country. Here are 
Johannes Novrup’s own words as recorded in notes on this meeting: 


“Danish Adult Education has a background of more than one hundred years. It 
started in 1844. It is a matter of fact that our adult education has developed on a 


completely voluntary basis. Tt was not the Danish State that took the initiative, - 
it was, to a very large extent, the teachers and the people themselves who initiated 
ment in Denmark. 


adult education just as they started the co-operative move 

“A second point I would like to underline is that Danish, and toa very large degree 
Scandinavian, adult education started as a village movement. I underline that 
because I know that many people are of the opinion that adult education really 
Started in industrial areas among industrial workers, put this is not the case In 
Scandinavia. Danish peasants have themselves put millions into the establishment 


of adult education schools. P 
“From the very beginning, we have had two main forms of adult education. We 
have had what we call ‘evening schools’, and if you go to Denmark today, you will 


find a very widespread evening school movement with 350,000 students à year. 
This movement also started more than a hundred years 280 in the villages where the 
village teacher, taking the initiative, invited his old students and the parents of his 
old students to meet in the village school. 


ER b 


*) see Vol. VII, No. 1, p. 73. 
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community centre, a cultural centre, in the village. The teacher did not work for 
money, he worked out of sheer interest, he was a voluntary worker; and the students 
came voluntarily, too. My father was one of these old village school teachers. Every 
two years he invited his old students and they came. He did not get a cent for it. 

“The other main form is the so-called folk high school. Folk high schools are 
residential colleges, and this is of very great importance in that the students leave 
their jobs, live in the schools for three, four, five or even six months, in close contact 
with their teachers. A community is formed and they live as members of a communi- 
ty. I think, in many cases, that the most valuable experience is just that of being 
a society and living there as responsible members of the society. 

“Now, I come to my last point. In Denmark and in the Scandinavian countries, 
adult education is inseparable from the idea of democracy. It developed as part of 
the democratic movement in the following way. When democracy began to develop 
in Denmark, the idea was underlined that, in order to realize democracy, it was 
necessary to create a new type of man: a man who was trusted by his fellows; who 
was ready to take responsibility. It was necessary to create a new man in order to 
create democracy, and adult education really came to Danish life as a means of 
creating the new man fit for a new system, for democracy. Of course what had to be 
stressed was not the amount of knowledge which could be imparted in adult 
education classes but the very development of man as a human being who was to be 
aware of his responsibility as a member of society. This is the main idea behind 
Danish adult education. Just as democracy started by developing ideas of adult 
education, adult education would make democracy possible. In a similar way, I 
think, that in our days of crises in democracy, this very idea of adult education, 
being imbued with the idea of democracy, is of very great importance. ..." 


Later on a delegate from the Philippines asked Novrup if it was possible 
to import the spirit of Scandinavian folk high schools into his country in 
view of the fact that this spirit is rooted in the history of Scandinavia. 
Novrup replied: 


"I do not know the history of the Philippines, but I would turn this question 
round and say that from my study of non-European countries, I very often have 
the feeling that, in some degree, they have in their tradition a very strong feeling of 
belonging to a community. Sometimes I feel that there is a better background in 
many non-European countries for developing co-operation than there is, especially 
perhaps, in the country in which we are now, where the individualistic idea has been 
emphasized and put into the centre. So I would say that even if there might be à 
connection with Danish history I feel quite sure that there are a number of other 
countries in the world which have a similar historical background.” 


Another delegate, who put a similar question, received this answer: 


“I do not think that this question can be answered with ‘yes’ or ‘no’. I think 
that an organic part of the folk high school idea is that a folk high school must 
develop out of the folk to which it belongs, and it will in each nation take on its 
particular form. What might be common for a folk high school is that it is à resi- 
dential school for adults; that it does not give degrees; that it does not train for à 
vocation; but that it looks upon men as men. This can really bé done in thousands 
of ways and there is a possibility for developing folk high schools in all countries. 
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Having said that, I would like to say, at the same time, that if Denmark were 
starting today, I think it would be just as difficult in Denmark as it is in most other 
countries at present. I do not think that the development in industry and the whole 
sociological development in our countries are very stimulating for this specific type 
of adult education.” 


The leader of the symposium, Dr. J. R. Kidd, concluded with the 
words, “It is quite clear that ideas in spirit can be communicated, even if 
institutions may not be.” 


The Adult Educator 

D any man was able to communicate ideas in spirit, it was Johannes 
Novrup. The quotations given above give but a faint picture of the 
manner in which he did it, preferably by way of conversation or dialogue. 
Nevertheless, what he told his friends at the Washington symposium 
gives a true picture of the ideas behind Scandinavian adult education. 
There may be some difficulty in making reality conform completely with 
the ideal, yet it may be said that this is Scandinavian adult education at 
its best. In this presentation, however, Johannes Novrup has revealed 
himself; throughout his life work he felt pledged to these ideas and to 
ways and means of advancing them. What he left unsaid was his own 
contribution to the development of Danish adult education. 

Johannes Novrup was no revolutionary, neither in the methods nor 
in the content of adult education. Time after time he returned, in speeches 
or writing, to his father and his homestead in the midst of the deeply- 
rooted peasant folk of West Jutland. Here he was born in 1904, and here 
he spent his childhood. He acknowledged values in the old people’s 
manner of teaching and was convinced that verbal narrative was best 
when presenting matter so as to give a picture of a whole; but he also 
realized that a subject should be discussed by adults if it was to be under- 
stood in detail and in its complexity. He was an evolutionist, open, frank 
and positive towards modern methods of teaching, grouP work and study- 
circles, but he placed Socrates highest of all among teachers because of his 
persistence in asking and probi until he reached the core of the matter 
under investigation. On the other hand he recognized that a conversation 
had to be guided to reach a definite goal. He dissociated himself from 
educators who aim at influencing their pupils in the direction of a circum- | 
scribed conception of life, whether national, political or religious in 
character. He firmly rejected ‘overbearing outward authority in the work 
of educating the young. e 

The kind f teaching he regarded as best he has described in these 
words: “I am deeply convinced that the folk high school means the 
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Although all this was far from revolutionary, Johannes Novrup had to 


Schweitzer, the German philosopher, whose thoughts “in awe of life" had 
permeated the mind of the young writer. Through his translations of 


1) Johaunes Ni ovrup, à Tale og Skrift, p. 14. 
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Albert Schweitzer's books, the Danish people have gained more knowledge 
of Schweitzer from Novrup than from any other person. 

He also appropriated to himself Albert Schweitzer's humble attitude 
towards other peoples and towards cultures beyond the Western European, 
and at an early stage Johannes Novrup perceived that the future for 
Western European civilization was to be found in a desire to render 
service and not to dominate in relation to non-European peoples. How- 
ever, unlike Schweitzer, he did not set out for the virgin forests of Africa, 
but endeavoured to open the eyes of his fellow countrymen to the fact 
that the world beyond their borders was of vital concern to them, pre- 
senting them with greater obligations than they, in their role of onlookers, 
had hitherto assumed. 


The International Viewpoint 
Johannes Novrup, at the Washington symposium and on many other 
occasions, informed the world of the values hidden in Scandinavian adult 
education, and he was likewise instrumental in opening the doors to a 
wider world about which many of his countrymen knew far too little. 
Through the trend of his own education and advanced studies the 
thoughts of Johannes Novrup turned outwards. His subjects at the 
University of Copenhagen comprised the general and comparative history 
of literature. While a student and in the years immediately following he 
undertook long journeys to Vienna and Paris and to Columbia University, 
New York. On his return he spent a few years teaching at the International 
People's College at Elsinore (Dr. Peter Manniche's folk high school); but 
the school to which he felt most closely attached was the folk high school at 
Askov which for a century has been the centre of the Danish folk high school 
movement. At this school which still has a yearly attendance of Several 
hundred students between 18 and 25 years of age, he became a vigorous 
Source of renewal and did much to widen its perspective. Since the first 
world war this school has published a very widely read periodical bearing 
the title Dansk Udsyn (Danish Outlook), and the aim expressed by this 
title Novrup actively acknowledged. i 
In 1942 he was appointed State supervisor for youthand adult education 
in the Danish Ministry of Education; but this administrative position, 
Which he filled with great ability, did not satisfy him in the long run, even 
though it brought him in touch with, and enabled him to influence, 
circles of people far beyond those from which the folk high schools derive 
their pupils. T 
In 1950 he gave up this high position in order to found his own folk 
high school. He desired that this school, Magleës, situated in one of the most 
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beautiful spots of North Zealand, between forest and lake, and with à 
view over the Sound, should be a small School with few pupils, but with 
a wide horizon. Even at Askov he and his wife, Signe Holst, who was 
born in America, had pupils quartered in their home — an arrangement 
that contributed to giving the school a fine home-like atmosphere. 
Magleäs Folk High School remained small in Novrup's time; nevertheless 
he, the principal, was in 1957 elected chairman of the Danish Union of 
Folk High Schools, the highest position of trust attainable in the Danish 
adult education movement. The group of persons which backed the 
Magleäs School and supported it from the start, called itself Mellemfolke- 
ligt Samvirke (Collaboration between Peoples). The aim expressed by this 
title suggests Something more active than the Askov aim implied by 
“Dansk Udsyn"', and here again, Novrup played a decisive part. 

Even while the second world war was raging and Denmark was occupied 
by enemy forces and subjected to a form of government that was foreign 
and hated, Novrup gathered around him a group of peace-loving people, 
including several Quakers, who prepared aid for the work of reconstruc- 
tion in the countries ravaged and destroyed. Generally speaking Denmark 
Bot through the war without much material destruction, and for this 


Novrup's inspiration, Mellemfolkeligt Samvirke, an effort not merely to 


render aid, but also, and more especially, to get into contact with other í 


countries on an equal footing with a view to mutual collaboration. 

But it would have been unlike Novrup to content himself with collabo- 
ration in matters material. In line with the aims of UNESCO he desired 
intellectual, spiritual and cultural collaboration. It was this that also gave 
him a prominent place within the sphere of UNESCO activities, and he 
became a kind of godfather — it might almost be said — to the UNESCO 
Institute in Hamburg, where he always felt at home. But he had an equal 
affection for the work which Karl Nielsen, a fellow-countryman, took up 
at the end of the war at Jugendhaus Europa, in one of the bombed-out 
quarters of Hamburg. It started in a wooden barrack. Here Novrup felt 
very much at home too, for although the accommodation and financial 


; 
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This, however, was not enough. Although Johannes Novrup well 
realized the strength inherent in the national consciousness which had 
stamped the European peoples in the nineteenth century and the African 
and Asiatic peoples in the twentieth, it was his conviction that educational 
activity, guided by this spirit, gives to children and young people the 
picture of a world the boundaries of which are much too confined. 
Novrup had no desire to see national foundations surrendered. The 
parish, the district, the homeland are after all places to which human 
beings are rooted, and this must not be denied at any price. But, as Karl 
Nielsen has expressed it in an obituary note: Novrup “possessed a phi- 
losophy that embraced all peoples, a vision resolving things near and far 
into an inviolable unity". This is the stage at which it is extremely 
difficult for most of us to arrive, but Novrup succeeded in reaching it. He 
associated with men from India, Africa and America just as naturally as 
when he spoke to Jutland peasants or Copenhagen workers. He understood 
them all, and they understood him. “Johannes Novrup”, to quote Karl 
Nielsen again, “Dane and human being, kindled a spark in the assembly 
which made those from abroad feel that, after all, foreign countries do not 
really exist. When we are really ourselves all are one. Where there is 
genuine consciousness of national fellowship, the way to fellowship with 
all peoples is not far distant.” 

Time and again he reproached his fellow countrymen for allowing their 
teaching of history and geography to be too provincial, giving as they did, 
priority to Denmark, then to the Scandinavian countries, after that to 
Western Europe and the United States, and devoting but a few pages and 
a few lessons to Eastern Europe and the rest of the world. What we need, 
he said, are new histories of the world. “We must realize that culture has 
hever been the monopoly of any one country, that truth has unfolded 
itself all over the world, that all have learnt from all, and that, in any 
Case, others have contributed at least as much to general culture as we 
P^ Here Johannes Novrup has indicated a goal for the rising gener- 
ation. 


The Humanist ; 

When one of his friends visited him in hospital during his last illness, 
Novrup said, “Well I am regarded as an educationist, also where inter- 
national collaboration is concerned, but to me this has not been the most 
essential thing.” To Johannes Novrup ‘Awe of life’ was all-important. As 
he once said: “My passion is life". 2 ATA 

In one of his articles he expressed the view that faith in mankind, 
D, to put it more exactly, belief in there being something in the human 
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race which ought to make us bow in awe, is out of fashion nowadays, 
Undervaluation of the human being has in the present century reached a 
culmination, not only in Nazism, but also in science and art. Contempt for 
mankind is, literally speaking, good form in modern life. But in adopting 
this attitude we make, N ovrup thought, mankind worse than it is. 
Human beings are capable of both meanness and goodness. And he con- 
cludes, “The circumstance that people today disbelieve in God is not, as is 
often said, due to their believing too much in mankind. Just the opposite 
is more likely the case. When their own human life no longer fills them with 
the wonder of existence and of what life holds, how can they believe that 
the whole of existence reveals something to which, with wonder and 
thanks, they can do reverence?” 

This wonder was very real to Novrup. It was this that made it a 
delightful experience to meet him. No matter from which part of the 
world one came, one found in him a friend — a friend in whose company 
one realized the wealth in that which binds the peoples of the world 
together: a unity in multiplicity. 


SHORT BIBLIOGRAPHY OF THE MAIN WRITINGS OF 
JOHANNES NOVRUP 


‚Amerika konstruever. Copenhagen: Branner 1933. 

Adult Education in Denmark. Seren of Scandinavian Adult Education; ed. Ragnat 
Lund, 2nd ed. Copenhagen: Det Danske Forlag 1952. 

Erasmus og Jacob. Omkring Folkehojskolen. Copenhagen: Det Danske Forlag 1952. 

Skole 9r eeng ten teknisk Tidsalder. Copenhagen: Det Danske Forlag 1958 (2d 
ed. S 

Johannes Novrup i Tale og Skrift. Copenhagen: Det Danske For! 1961. (Selected 
essays in Danish and a complete bibliography). i 


JOHANNES NOVRUP'S BEITRAG ZUR ERWACHSENENBILDUNG 


von Roar SKOVMAND, Kopenhagen 


Der Weihnachten 1960 verstorbene dänische Pádagoge Johannes Novrup nahm 
in der Erwachsenenbildung nicht nur seines eigenen Landes sondern auch anderer 
Länder eine außergewöhnliche Stellung ein. Ausgangspunkt seines Wirkens war die 
dänische Volkshochschule und die Erwachsenenbildung, deren Grundideen er mit 
seltenem Geschick anderen Nationen zu vermitteln vermochte. Sein Horizont um- 
spannte die ganze Welt. Nach dem Ende des zweiten Weltkrieges arbeitete €T MM 
intensiv für die UNESCO; 1949 übernahm er den Vorsitz bei der ersten Weltkonfe- 
renz der UNESCO für Erwachsenenbildung in Elsinore ; er wurde der erste Kurato- 
riumsvorsitzende des Unesco-Instituts in Hamburg. Er war auch der Begründer de | 
international eingestellten Magleäs Volkshochschule und die treibende Kraft einer 
Institution, die als „Mellemfolkeligt Samvirke” bekannt ist. Diese Organisation ; 
betont die Wichtigkeit der Verständigung zwischen dem eigenen Volk und andere? 
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Vólkern, einschlieBlich der Entwicklungslander. Es entsprach Novrups Philosophie, 
die auch in dieser Institution zum Ausdruck kommt, die Probleme der ganzen Welt 
in einem untrennbaren Zusammenhang zu sehen, Mit unermüdlichem Eifer drängte 
er darauf, die vorliegenden ,, Weltgeschichten"', deren Inhalt vornehmlich europäisch 
ist, durch wirklich universale Weltgeschichten zu ersetzen, aus denen klar her- 
vorgeht, daß die ,, Werkstátten der Wahrheit auf der ganzen Welt zu finden sind”. 


LA CONTRIBUTION DE JOHANNES NOVRUP A L'EDUCATION 
DES ADULTES 


par Roar SKOVMAND, Copenhague 


Le pédagogue danois, Johannes Novrup, mort en décembre 1960, joua un róle 
exceptionnel dans l'éducation des adultes, non seulement de sa patrie, mais aussi 
d'autres pays. Partant des colléges populaires et de l'éducation des adultes au 
Danemark, il en transmit les idées principales aux autres nations avec beaucoup de 
compétence, Son horizon s'étendait au monde entier. Aprés la deuxiéme guerre mon- 
diale, il se consacra à l'UNESCO, présida, en 1949, au premier congrés mondial de 
l'éducation des adultes organisé par l'UNESCO à Elsinore et fut élu le premier prési- 
dent du Conseil de Surveillance de l'Institut de l'Unesco à Hambourg. Il fonda l'uni- 
versité populaire de Magleas qui se base sur des principes internationaux, et il favo- 
risa aussi la fondation d'une autre institution, connue sous le nom de ““Mellemfolke- 
ligt Samvirke”. Cette organisation insiste sur l'importance d'une compréhension 
parmi les peuples qui doit embrasser aussi les nations en voie de développement. Car, 
selon les principes de Novrup qui s'exprimaient aussi dans cette institution, les pro- 
blémes du monde entier sont indivisibles. Avec un zèle infatigable, il s'efforça de 
remplacer les histoires universelles courantes, dont les points de vue sont plus ou 
moins européens, par des histoires universelles écrites d'un point de vue réellement 
universel, qui démontrent clairement que l'on peut trouver les "ateliers de la vérité 
Aux quatre coins du monde". 


THE CONTRIBUTION OF THE I.L.O. TO 
WORKERS' EDUCATION 1) 


Automation in the economically advanced countries and the spread of 
industrial processes in the developing regions of the world are but two of s 
the dynamic forces of science and technology creating profound changes in 
work and society today. d 

These and other forces of material development have not only modified 
the nature of work, systems of production and the occupational compo- 
sition of the labour force, but they have necessitated changes in social 
organization, attitudes and ways of life. Without such changes, the great 
expectations of a better future aroused in two-thirds of mankind by the 
“Revolution of Expectations" may become frustrated into violence, and 
in all modern societies there may remain a risk that social organization 
may lag behind the surge of technological progress. 

There are, on the other hand, social forces which tend to reduce that, 
risk. One of the pillars of a modern society trying to adapt its social 
organization to its changing industrial and economic structures is the 
trade union - a social force rising from the world of labour itself. Workers! 
organizations have, for instance, initiated in the industrially advan 
countries bold and constructive suggestions on the problems of tech- 
nological progress, while in developing areas, they have served as a veri- - 
table motor of social and economic development of their countries. In - 
addition to the immediate defence of the workers’ interest and seeking an - 
equitable distribution of the fruits of technological progress, they are 
increasingly associated in planning processes, in more direct partici- 
pation in the establishment and application of rules of labour relations 
and in assuming broad social and economic responsibilities at the local, j 
national and international levels. 

To achieve these objectives, trade unions recognize that they need more 
than numerical strength and emotional conviction; they see that their 
officers and rank-and-file members may need to deepen or improve their 
knowledge of the problems facing them and their competence in shoulder- 
ing the complex tasks to be performed. They have therefore organized 
educational programmes designed to enable workers to appreciate fully 
the significance and functions of trade unions, their rights and responsi- 
bilities under labour legislation and collective bargaining, their basic role 


1) Prepared in the Workers’ Education Division of the I.L.O., for the International - 
Review of Education. ¿è 
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g standards of living and in promoting social justice. Some of these 


mmes have not only helped workers to become good trade unionists 
also better citizens and conscientious members of the world communi- 


e LL.O., as an international agency dedicated to the promotion of 
al justice and the human right of pursuing material progress and intel- 
al development with equality of opportunity, cannot and does not 
ain indifferent to the workers' own educational efforts. In all its work 
g the past decades in research, standard setting and operational 
ities in the labour field, the LL.O. has helped to establish the 
ditions in which workers' organizations could strengthen themselves. 
Workers of more than a hundred member States are represented in 
LL.O. and have a share in the responsibility of its achievements. As 
e guardian of international Conventions on freedom of association and 
right of organization, the I.L.O. enjoys the trust of workers’ organi- 
s. For all reasons, the efforts of the I.L.O. to encourage, facilitate 
assist the efforts of trade unions and other workers’ educational 
es are a natural outgrowth of its structure and objectives. 
[he activities of the I.L.O. in this field have over a period of decades 
iken a variety of different though related forms, e.g. studies and reports 
an informative and instructive character; missions to advise national 
thorities and organizations on labour questions; and programmes 
organized at its headquarters for workers' educational associations and 
similar bodies. But these activities were not sufficient to meet system- 
ally all the demands on the I.L.O. in this field. In 1950 the Internation- 
abour Conference invited the Office to “take all appropriate measures 
promote opportunities for workers to be educated in order to enable 
"them to participate more effectively in various workers' movements and 


fulfil more adequately their trade union and related functions". 
à tematic Workers’ Education 


rganization’s structure and competence in I ant 
jects in the labour field. The I.L.0.’s educational activities are con- 
med with such subjects as conditions of work and employment, 


istrial relations, social security, occupational health and safety, and 
rkers’ education itself, its 


er subjects, including, last but not least, wo ; 


ods, techniques, principles à i 
ation Programme is therefore concerned with all those subjects that, 


dicated above, comprise educational programmes aimed essentially 
abling labour to protect itself against the unfavourable reper- 
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cussions of technological change, to help workers to secure a fair share of | 
its benefits and to contribute to the adaptation of social and economic 
structures to new conditions created by the technological and industrial 
revolution sweeping the world today. 

During the past six years, the I.L.O.’s Workers’ Education Programme 
has been simultaneously expanding in the following fields: 


(1) publication and distribution of workers’ education manuals, teaching 
material and technical reports on educational problems; establish- | 
ment of a film library with a loan service; 3 

(2) organization by the Office of meetings of experts, regional seminars 
and courses on various aspects of workers’ education; LE 

(3) participation in courses, conferences and seminars organized by 
workers' organizations; / 

(4) provision of experts to individual countries to advise the competent 
bodies and help them to start or develop their workers’ education 
programmes; E 

(5) granting of fellowships to enable workers' educationists to study 
abroad; 


(6) practical research in the field of workers" education. 


(The aim of all these activities is to give assistance and information 0 
practical value to organizations planning or implementing workers’ | 


education programmes, and to enable them to build up effective insti- 
tutions of their own. á 


Teaching Materials and Technical Reports 


The Office has published a series of workers’ education manuals on Co- 
operation, Social Security, Freedom of Association, Collective Bargaining 
and Industrial Accident Prevention; the next manuals to be published will # 
deal with Occupational Health, The I.L.O. and its Work and Workers’ $ 
Education Methods and Techniques. They are intended mainly for use by f 
instructors in the preparation of their courses and by individual students © 
with a basic knowledge of the problems in question. They are published in | 
English, French, Spanish, German, Arabic, Hindi, Urdu and Japanese. 
Several of the manuals have had to be reprinted, particularly the German, 
Arabic and Spanish versions. The Office has also helped certain organi- 
zations which asked for its permission to translate some of them into 
other languages, such as Chinese, Burmese, Greek, Persian and Turkish. 
The Office has started another Series of simplified and illustrated 
booklets based on these manuals for use by rank-and-file participants in | 
workers’ education in developing countries. Spanish and Arabic booklets 
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on Co-operation have been published in collaboration with the UNESCO 
‘centres in Latin America and the Arab countries. These booklets have 
become very popular and are meeting an urgent need in the developing: 
countries. 

In addition, the Office has issued technical reports on the scope and 
contents of workers' education programmes, teaching methods and 
"techniques, the training of instructors, the organization of education 
services in trade unions, and problems of workers' education in Asia, 
Latin America and the Caribbean, the Middle East and other regions. 

"A lending library of films and filmstrips on labour questions has been 
established in Geneva and in the LL.O.'s field centres in Bangalore, 
Istanbul, Lagos, Mexico City and Lima. The Office plans to produce 
filmstrips for workers’ education and also envisages collaboration with 
other organizations in the dubbing and production of suitable films. The 
1.L.0. is also undertaking research concerning development of techniques 
d appropriate use of audio-visual aids in the field of workers' education. 


M eetings of Experts and Regional Seminars 
À Annually since 1956, meetings and seminars on technical subjects or the 
E ticular requirements of a specific region have been organised, at which 
jnutual consultation of workers’ educationists took place and mutual 
‘assistance given. In 1957 a meeting of experts examined the scope and 
content of workers’ education programmes, methods and techniques of 
workers’ education and the activities of the I.L.O. in that field. In 1958. 
a seminar considered the training of workers’ educationists and the 
organization of educational services in trade unions. In 1959, two seminars 
discussed workers’ education in Asia. In 1960 a regional seminar held in 
Mexico examined workers’ education in Latin America and the Caribbean. 
The regional characteristics and problems of workers’ education in Arab: 
countries were discussed in another regional seminar held in 1961. After 
“holding in 1962 a regional seminar on workers’ education in Africa, the 
Office will have completed its series of regional seminars and established a. 
basis of further action in those regions. 
Continuous evaluation and self-criticism form an essential part of the 
LL.O.’s workers’ education activities. Evaluation meetings on an inter- 
national, regional or national level are envisaged for the future. 


Co-operation with Workers’ Education Bodies 
` The I.L.0. is not a mass organization. Most of its educational programme 
‘4S therefore not directly designed for the individual worker, since that is. 


the responsibility of the workers’ organizations themselves. The Office: 
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assists the latter at courses and seminars organized by them; it offers. 
publications to instructors and participants; it sends lecturers and 
discussion leaders on subjects within its competence; and occasionally it 
helps to meet the travelling expenses of participants. Sometimes groups 
of persons selected by these organizations come to Geneva to attend 
courses arranged by the Office, e.g. the summer school organized by the 
United Kingdom Workers’ Educational Association or the People's 
Summer School sponsored by the Scandinavian workers' educational 
associations. Most of the seminars and courses in which the LL.O: 
participates are, however, organized by the international and national 
trade union organizations. 

The I.L.O. co-operates with UNESCO, within the framework of the 
agreements concerning the two agencies, in the promotion of education in 
these different ways, and in exchange of information in their respective | 
fields of workers' education and adult education. 

t 
Advisory Missions | 

As indicated earlier, trade union leaders in developing countries and, 
elsewhere are convinced that an educational programme is the best means 
of training both the officers and the rank-and-file of the labour movement, d 
The advice and practical assistance of an expert on workers' education i$ 
invaluable when such programmes are started or reorganized. In addition, 
an expert can train local educationists who can take up the work where 
he leaves off. Between 1956 and early 1962, LL.O. experts in workers’ 
education have been sent to Bolivia, Burma, Ceylon, China (Taiwan), 
Greece, India, the Federation of Malaya, Nigeria, Pakistan, Peru, Senegal, 
Sierra Leone, Singapore, Syria, Tanganyika, the United Arab Republic, 
Viet-Nam and the Voltaic Republic. Other experts are going to several 
other African countries, Training courses have been organized by 1120: 
experts in other countries, such as Congo (Leopoldville) and the Malagasy ` 
Republic. 

The LL.O. draws its experts in this field mainly from the trade unions 
with long experience in workers' education. It is not easy to obtain such 
experts since they are often urgently needed by their own organizations 
either at home or abroad. Their practical experience and their intimate 
knowledge of the workers' needs ensure the success of their workers 
education missions for the LL.O. It is in countries with divided trade 
union movements that workers' education specialists from the universi- M 
ties, workers' educational associations and other bodies have been used to 
advantage by the I.L.O. 
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‘Fellowships 

In 1960, provision for granting a number of individual fellowships was 
included in the I.L.O.'s Workers’ Education Programme for the first time. 
The subjects to be studied are workers' education and the problems in the 
labour field with which workers' education is concerned. The fellowships 
are intended for trade unionists and workers' educationists who have 
exhausted the possibilities of acquiring education in their own countries, 
and who need to widen their knowledge of social subjects or to improve 
their capacity to organize workers' education programmes. The Office 
selects candidates on the basis of their qualifications and requirements, 
the possibilities of placement and the financial resources available, and it 
prepares the study programmes, taking into account the wishes of the 
fellows and in consultation with the placement bodies concerned. The 
programme has been on a rather modest scale; by the end of 1961 the 
Office has granted a total of 18 fellowships to nationals of different 
countries of Africa, Asia, Latin America and the Middle East. 


Practical Research 

Practical research at the international level is particularly necessary in 
a relatively new field like workers' education. Even in countries with a 
long tradition of workers' education, needs are constantly changing, with 
resultant modifications in the scope, content, methods and even insti- 
tutions of workers’ education. The I.L.O. has tried to analyse develop- 
» ments reported by its offices and correspondents throughout the world; 
it collects facts and sifts information, drawing conclusions of practical 
value. The results of this practical kind of research are presented in such 
Teports as the Scope and Content of Workers’ Education Programmes and. 
Methods and Techniques of Workers’ Education and a series of monographs 
9n workers’ education problems in the major regions of the world, as well 
"7 in articles on experiences at a national or international level published 
In the Infernational Labour Review. 

The foregoing analysis of the I.L.O.’s Workers’ Education Programme 
- Suffices to show the multiple facets of its work designed to meet the 
Various demands on it in this field. The careful development of this 
Programme has enabled it to be nearly trebled since its inception in 1956, 
With a substantial increase in its resources planned for 1963. While it is 
fortunate to have enjoyed the commendation and support of trade unions 
and other workers’ educational bodies in various parts of the world, 
the LL O. recognizes that its contribution to workers’ education is a 
! limited one and that much more needs to be done, in collaboration with 


like-minded persons and organizations everywhere. 
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One of the current emphases in the Work of the I.L.O. is educational 
activities in all fields within its competence — not only workers’ education 
but also vocational guidance and technical and vocational training, 
management development, training in labour-management relations, in 
labour administration, and, last but not least, the exchange of views and 
experiences within the framework of the recently created International 
Institute of Labour Studies. All these efforts are designed to help people 
to help themselves, for in the words of David A. Morse, Director-General 
of the International Labour Office: 

“New forms of human co-operation need to be developed: the institu- 
tions of an industrial society — trade unions, industrial organization, the 
structure of industrial relations, a new organization of social security and 
so forth. There is no universal pattern here. Each people must work out its 
own course, But education is the root of the capacity of any people to work 
out its own salvation.” 
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DER BEITRAG DES INTERNATIONALEN 
ARBEITSBÜROS (LL.O. ZUR ARBEITERBILDUNG 


In einer Welt des technologischen Fortschritts und sozialer Umwálzungen bemüht 
sich die I.L.O. (International Labour Organization: Das Internationale Arbeitsbüro), M 
Arbeiterorganisationen anzuregen und zu unterstützen, eine Arbeiterbildung zu 
entwickeln, die darauf abzielt, den Arbeiter zu befáhigen, seiner sozialen und wirt- 
schaftlichen Verantwortung in der modernen Welt gerecht zu werden. 

Das Arbeiterbildungsprogramm der I.L.O. wurde 1956 aufgestellt, Es entstand 
als logische Folge ihrer anderen, sich über vier Jahrzehnte erstreckenden Bemühun- 
gen. Inhalt und Aufgabe dieses Programms beruhen nicht nur auf der Forschungs- 
arbeit und der internationalen Normentátigkeit der I.L.O., sondern ebenso auf ihrer 
verfassungsmäßigen Grundlage und der ihr eigenen Struktur. Das Besondere des 
Beitrages der LL.O. zur Arbeiterbildung liegt einmal in ihrem internationalen 
Charakter, ferner in der aktiven Rolle, die in ihrem dreiteiligen Aufbau dem Arbeiter 
zufállt, und schließlich darin, daß sie die verschiedenen Bedürfnisse und Tendenzen 
der heutigen Arbeitswelt zum Ausdruck bringt. 

Innerhalb des Arbeiterbildungsprogramms der LL.O. wird eine Vielfalt von 
MaBnahmen gleichzeitig durchgeführt: Verfassen und Verteilen von Arbeiterbil- 
dungshandbüchern und anderem Lehr- und Studienmaterial, einschlieBlich audio- | 
visueller Hilfsmittel; Veranstaltung von LL.O. Expertentagungen, regionalen 
Seminaren und Studienkursen ; Zusammenarbeit mit Arbeiterbildungsstätten, 
einschlieBlich Teilnahme an und Unterstützung von Seminaren, Konferenzen und 
Kursen; Entsendung von Arbeiterbildungsexperten in Entwicklungslinder, um 
dort Arbeiterbildungsinstitutionen bei der Aufstellung oder Verbesserung ihrer 
Programme zu beraten und ihre Lehrer anzuleiten; Gewährung von Stipendien 
an Arbeiterbildner zum Studium im Ausland; und schließlich ein in den meisten 
Ländern bisher vernachlässigtes Gebiet, nämlich konkrete Forschungsprojekte 
über didaktische Probleme der Arbeiterbildung. 

Dieses Programm ist sorgfältig ausgearbeitet worden und wird ständig erweitert. 
Trotz der moralischen und materiellen Unterstützung, die die I.L.O. durch Ge- | 
werkschaften und andere Arbeiterbildungsinstitutionen in vielen Teilen der Welt er- 
hält, ist sie sich bewußt, daß ihr Beitrag zur Arbeiterbildung begrenzt und daß 
in Zusammenarbeit mit gleichgesinnten Menschen und Organisationen überall noch 
viel mehr zu leisten ist. 


LA CONTRIBUTION DE L'ORGANISATION INTERNATIONALE. 
DU TRAVAIL (OIT) A L'EDUCATION OUVRIERE 


Dans un monde en évolution constante gráce aux progrés techniques et sociaux, 
l'OIT poursuit son but: encourager et aider les organisations ouvriéres, développer 
l'éducation des travailleurs afin de leur permettre d'assumer leurs responsabilités 
au point de vue social et économique dans la société moderne. 

Le programme éducatif de l'OIT, établi en 1956, est la conséquence logique de 
Ses autres activités exercées depuis une quarantaine d'années. La portée et la 
nature de ce programme se fondent non seulement sur la recherche et la formulation 
de normes, partie importante du travail de l'OIT, mais aussi sur sa constitution. 
méme et sa structure. L'originalité de la contribution de POIT à l'éducation des 
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travailleurs provient en partie de son caractère international, en partie du fait que 
les ouvriers jouent un rôle actif dans sa structure trilatérale, et en partie du fait que 
POIT reflète les besoins et les tendances variées du travail dans le monde d’au- 
jourd’hui. 

Le programme d’éducation des travailleurs présente un large éventail d’activités: 
préparation et distribution de documentation concernant l'éducation des ouvriers et 
d'autre matériel pour l'enseignement et l'étude, y compris les moyens audio-visuels; 
organisation de réunions d'experts de l'OIT, de stages et de groupes d'études ré- 
gionaux; collaboration avec des organismes s'occupant de l'éducation ouvriére; 
participation et assistance à leurs stages; envoi d'experts dans les pays en voie de 
développement comme conseillers quant à l'établissement d'organisations pour 
l'éducation ouvriére ou l'amélioration de programmes existants et sur la formation 
des enseignants; distribution de bourses permettant aux spécialistes de l'éducation 
ouvrière de compléter leurs études à l'étranger; recherches pratiques orientées vers 
les problémes techniques de l'éducation ouvriére — domaine relativement peu 
connu dans beaucoup de pays. 

Ce programme a été développé avec soin et s'élargit constamment. L'OIT a eu la 
satisfaction de jouir de l'encouragement et du soutien des syndicats et d'autres 
organisations pour l'éducation à travers le monde; elle reconnaît que sa contribu- 
tion à l'éducation des travailleurs est limitée et qu'il y a encore beaucoup à faire, en 
collaboration avec des personnes et des organisations poursuivant le méme but. 


NEW TRENDS AND PRACTICES IN 
ADULT EDUCATION IN INDIA 


by S. C. Dutra, New Delhi 


The most significant trend in adult education in modern India is that 
most of the work in this field is being done by official agencies. Before 
India became free most of the work was done by voluntary effort of 
public spirited men who were inspired by a zeal for adult education. While 
this trend is significant, it is also tragic. It has in fact been the greatest 
tragedy for the adult education movement, because it has prevented the 
movement from making the necessary impact on the development of the 
country. 

Basically the purpose of adult education is to help individuals and 
communities to meet the new demands created by the rapidly developing 
society. Its objective is to help them overcome the impediments which 
had withheld the prospect of a richer and fuller life. It is an harbinger of a 
new social order. It seeks to subvert the status quo where to quote our 
President, Dr. Radhakrishnan, “a few have prospered on the shame and 
subjection of the many". In place of the decaying social order, adult 
education attempts to build a society where equal opportunity for all to 
grow in freedom and plenty will be ensured. That being the objective of 
adult education, it need not require much argument to question the 
validity of the assumptions which have made adult education a state- 
managed show. A movement which should inspire the masses to recon- 
struct the pattern of their lives can never be sponsored by an adminis- 
trative machinery which India got in inheritance from our past Imperialist 
master. As against this trend towards officialization, there is a growing 
volume of public opinion which favours de-officialization of adult edu- 
cation. This opinion is led by the Indian Adult Education Association 
which believes that voluntary agencies are a sine quo non of a dynamic 
democratic society. 

Voluntary agencies enjoy certain advantages which are of positive help 
to adult education in so far as its ultimate purpose is concerned. For one 
thing voluntary agencies, because they are the projection of popular 
initiative and enthusiasm, can evoke a more sympathetic accord among 
people than official agencies. And because voluntary agencies have to 
thrive solely on the confidence people place in them, they reflect more 
keenly popular sentiment and adjust themselves to popular needs. 
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— Community Development 

Another significant development in the history of the adult education 
' movement in the country is the launching of Community Development 
Projects in 1952. Social education 1) was assigned a very important role 
in these projects. The programme included literacy, recreation, health and 
hygiene and the setting up of community centres. The basic feature of this 
Community Development programme was that developmental activities 
; were to be undertaken through extension methods — through a process of 
educating the masses. The Social Education Programme was the basis of 
- all activities undertaken in the project areas. The Social Education 
_ Organizer was to be an agent for educating people with a view to bringing 
about a change in their outlook and developing in them a will to desire 
. and seek their own betterment. As time went by, however, the necessarily 
| tardy pace of education appeared inconsistent with the urgencies of the 
- administration which required quicker results. The educational aspect of 
this programme tended to drop into oblivion. The race was to fulfil 
targets. The Social Education Organizer became à propagandist selling 
new ideas with little concern for the process of education which inclined to 
be slow. In the alternative, objectives of education and of cultural re- 
naissance distorted themselves into inane literacy classes and purposeless 
recreation centres. Thus the Social Education Programme failed toacquire 
a significance and make an impact commensurate with the role assigned 
to it. 

Moreover, the basic presupposition for any change is, obviously, the 
conviction that change is possible. This conviction is often absent in 
underdeveloped communities and has robbed the human mind of the 
incentive to change. Moreover, life forms a pattern evolved through 
history and norms which — whether they relate to social behaviour or 
vocational practices — have been sanctified by tradition and justified by 
custom. To bring about a change of outlook, therefore, involves not 
| merely a change in an individual aspect of life but in the premises on 
- which people base their lives. Most of the premises are, however, inarticu- 
late and not until they have been made articulate can it be said that 
Changes can be brought about. Social education in order to prove its 
necessity to community development, has to orient itself towards this 
© aspect of the programme. Seen in this context, social education acquires 
the significance of the ideology of the community development schemes. 


- The ideology of the scheme is, indeed, not related to any dogmatic social 


“objective but to a philosophy which will explain human control over 


1) Adult education is called 'social education' in India. 
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environment. To combat forces that deny this and to rebuild in its placea 
system of values in life which will convey to people a feeling for that 
control is what appears to be the role of social education. The activities of 
the Social Education Organizer, therefore, should not be *problem- 
oriented' but 'ideology oriented'. It is because of the inability to compre- 
hend this basic role and incompetency to practise it that social education 
was unable to make its impact. 


Rural Institutes 


Another institution of considerable significance set up during the period 
ofthe second plan were the rural institutes. The main objective of the rural 
institutes is to provide greater educational opportunity to the rural people 
and of a kind which will be in harmony with their outlook and traditions 
and open up avenues of rendering satisfying service to the rural people. 
These are primarily educational and not vocational or training insti- 
tutions. Their aim is to build up the idea of a rural outlook as different 
from following specific rural vocations. The main course in the rural 
institutes is a three-year diploma course for rural service. The other course 
is in rural engineering where special attention is given to the enginering 
problems and needs of the rural areas. 


Literature for Neo-Literates 


Another direction in which considerable progress was registered is the 
production of literature for neo-literates, Graded books on several subjects 
have been produced; many voluntary agencies and private publishers 
have brought out small pamphlets and booklets for the benefit of new 
literates, Workshops were organized in regional languages where authors 
were acquainted with the needs of neo-literates and trained to write books 
to suit them. The Government of India and the State Governments have 
organized prize schemes to induce authors to write books for adult literates. 
A National Book Trust has been set up to promote the reading habit 
and to produce good books at low prices. 


Urban Adult Education 


Hitherto, the accent had been primarily on rural areas, but in the 
second and third plans, attempts have been made to start adult education 
work in urban areas also. A number of semi-autonomous organizations 
have come into existence and municipal corporations have set up boards 
for organizing adult education work in their jurisdiction. The programme 
in urban areas consists of literacy classes, study circles, discussion groups, 
vocational training, family planning, recreational activities and libraries. 


) 
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s’ Education 

heme for workers' education has also been launched by the Govern- 
- of India. An autonomous Board consisting of representatives of 
orkers, employers, Government and educationists has been set up. 
representative of the Indian Adult Education Association is a member 
his Board. The Board has organized a three-tier programme. It 
ists of training of teachers-administrators at a Central Training 
tute, These teachers-administrators train trade union workers for 
ing on educational activities amongst members of the trade union, 
rare called workers-teachers. After their training these workers-teachers 
nize primary unit-level training programmes. The workers’ education 
gramme consists of general education, trade union education and 
le union leadership training. The workers are acquainted with their 
ts and responsibilities, and the various laws that have been enacted 
heir benefit. They are trained for collective bargaining and how to 
the machinery for conciliation and arbitration. To make workers 
trade unionists, efficient workers and useful citizens is the directive 
scheme. 


S 


orrespondence Courses 

Another significant programme in the field of adult education which 
been put into practice only recently is the correspondence course. In 
try where the general level of education is very low and the people 
10 are engaged in earning their livelihood have very little time to take 
tt in educational activities, the correspondence course is considered to 


uitable method of imparting education. The Indian Adult Education 
i ding the Government to 


iversities in India have plans to put 


5 scheme into force within this year. e 
imber of correspondence courses in the field of workers’ e 


cation for Women 

n the field of women's education, the m 

arting of condensed courses for women. 
ng two-years' training for mature women between the ages 20 and 

enable them to pass the matriculation examination (school-leaving 

icate). It was considered that a mature woman learns more quickly 

better than a teenager; learning becomes meaningful, because she is. 


Position to relate it to her experience in life. These courses are run Py 
tary agencies having adequate experience and background o 


ost significant development is 
This scheme consists of 
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educational work. They are financed by the Central Social Welfare Board. 
These courses are utilized for imparting training in community living and 
for creating national unity. The women are given training in sewing and 
hand embroidery, in addition to the actual course which includes home 
Science. The basic aptitudes necessary for rural development work are 
also sought to be inculcated. The principles of equality and liberty 
enshrined in our constitution are sought to be explained in the context 
of our rural life. The course is utilized to impart social values necessary 
for the building up of a democratic society. 


Community School 

At present, the importance of schools and school teachers for the 
development of adult education is being strongly emphasized. In India, 
tradition had accorded to the schools and school teachers a very important 
place in society. The Gurukuls, Maths, Ashrams, Pathasalas, Maktabas 
and Madrassas were not only educational centres for children and 
adolescents but also sources of authority to which common folk could 
turn for advice on problems confronting them. Today, the situation in 
the country demands of the schools and school teachers to provide the 
leaven of new knowledge, new values, new skills and a new pattern of 
social behaviour and personal conduct. The schools must become not only. 
educational centres for children but centres for community action, for 
community development; it will have to project itself into the life of the 
community and implement programmes which will meet the needs and 
aspirations of the country. This concept of the community school is 
increasingly being urged as a way of making India’s resources go far to 
solve its problems. This calls for reorientation of the activities of the 
school and a thorough overhaul of its curriculum and syllabus. 

The school can and should accept the role of educating people for civic 
responsibility. Hitherto civic power in the hands of the village community 
was limited; nor was there any scope for this power to express itself in 
ways which would really have helped people solve many of the important 
problems that faced them. Today, the need to increase those powers have 
been recognized as the only way of ensuring democracy and various 
steps towards this have already been taken. In most of the states of India, 
power is being transferred to local village councils, known as Panchayat. A 
Ministry at the centre has been set up to see that this institution for 
democratic decentralization is established with speed throughout the 
country. Besides, the numerous development schemes of the Government 
offer an opportunity for this power to be used for the welfare of the 
country. The realization of this opportunity would depend on the extent 
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hich the power is used wisely and for thé common good. This implies a 
sciousness of opportunities that lie before the villagers and an awareness 
(means to secure for themselves the full benefits of those opportunities, 
fhe role of awakening people to latent possibilities, of instilling in them 
rect attitudes which will help adults discharge their new civic re- 
onsibilities is a role which the community school should play. Thus the 
“school should not only guide and direct the physical, mental, social and 
‘moral growth of boys and girls, but also improve the quality of community 
‘life. It should concern itself with the happiness, welfare and success of 
"the people, their recreation and amusement, their health and their occu- 
“pational success. In this way the school will become a positive agent of 
ocial progress. 
In this country we have a variety of agencies which are carrying on 
work of adult education in diverse ways. There are literacy classes, social 
education centres, rural institutes, libraries, reading rooms, agencies 
"offering education through recreation and through the vocations. The 
— co-operative societies have also undertaken programmes for membership 
education, and a few universities have started extension lectures and 
"evening classes for employed adults. In some places, a scheme of school- 


“community centres is also given a trial. 


A Perspective 
To my mind, adult education by its very nature must be informal. It 
receives its sustenance, and develops only, if it is organized informally 
and on a voluntary basis. To give it an institutional base would endanger 


its growth and reduce it to a substance-less formality. It is not necessary 


' to have a rigid pattern of one adult education agency to be repeated 
are diverse communities 


throughout the country. In our country there ; 
"Which have different traditions and cultures. Each adult education 
stitution must rise on its own soil and must conform to the traditions 
d cultures of the people it seeks to serve. Moreover, it must be the 
utcome of the felt or induced needs of the people for whom it exists. The 
greatest damage to adult education work in this country has been done by 
eople who have tried to transplant on our Indian soil ideas and institutions 
borrowed from foreign countries having different cultures, traditions and 
; andards of economic development. What may be good for a highly 
industrialized or economically highly developed country, may be harmful 


to ours. Therefore, it would be good if we try to utilize existing institutions 
in our country for promoting adult education work. Masses can be 
ies should be 


cated through diverse methods in diverse Ways. All agenc 
ized for this purpose. As is obvious, these agencies should be people’s 
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agencies. They should drawätheir inspiration from the people for whom 
they are meant and should adjust their programmes according to their 
needs and circumstances. 

4 


DIE ERWACHSENENBILDUNG IM HEUTIGEN INDIEN 
von S. C. Dutra, New Delhi 


In Indien sind Haupttrager der Erwachsenenbildung die staatlichen Behörden.. 
Nach Auffassung des Verfassers ist dies bedauerlich, da es dazu führt, daB die 
Erwachsenenbildung nicht den bedeutenden EinfluB auf die Entwicklung des. 
Landes ausübt, der ihr zukommt. Gegen diese Verstaatlichungstendenzen wendet 
Sich eine wachsende óffentliche Meinung, die eine Entstaatlichung der Erwachse- 
nenbildung anstrebt. Vorkämpfer für diese Auffassung ist der Indische Verband. 
für Erwachsenenbildung (Indian Adult Education Association). 

Eine bedeutende Rolle spielt die Erwachsenenbildung in den Plänen zur Gemein- 
deentwicklung (community development), und zwar soll sie in der Bevólkerung eine 
weltanschauliche Umstellung herbeiführen und die Menschen anregen, an der Ver- 
besserung ihres individuellen und sozialen Lebens positiv mitzuarbeiten. Diese 
Aufgabe wird in Indien als social education (Sozialerziehung) bezeichnet. Auch bei 
diesem Unternehmen ist kein großer Erfolg zu verzeichnen. Nach Ansicht des Ver- 
fassers liegt dies daran, daB sich die Sozialerziehung zu sehr um die Lósung von 
Teilproblemen bemüht hat, anstatt zu versuchen, den weltanschaulichen Hinter- 
grund radikal umzuwandeln. 

Neuerdings wird auch ein Programm für Arbeiterbildung vorbereitet. Hier ist der 
Tráger ein unabhüngiges, aber doch von der Regierung beauftragtes Gremium, Im 
groBen und ganzen haben sich die Gewerkschaften noch nicht mit dieser Arbeit 
befaBt. In der weiblichen Erwachsenenbildung gibt es einige Veranstaltungen, die 
von freiwilligen Kórperschaften betreut werden mit finanzieller Hilfe des Zentral- 
ausschusses für Sozialfürsorge (Central Social Welfare Board). Plàne für Fernlehr- 
kurse für die arbeitende Bevólkerung sind in Vorbereitung. Einige Universitäten 
wollen es auch Studenten ermöglichen, sich über das Fernstudium auf ihr Schluß- 
examen vorzubereiten. Der Indische Verband für Erwachsenenbildung veranstaltet 
weiterhin eine Anzahl von Fernlehrgängen auf dem Gebiet der Arbeiterbildung und 
der Weiterbildung auf dem Lande. 

Der Verfasser setzt sich für den Aufbau von Gemeinschaftsschulen (community 
Schools) ein. Seines Erachtens soll die Schule nicht nur das kórperliche, geistige, 
Soziale und moralische Wachstum der Jugend fórdern, sondern gleichzeitig ein 
wichtiges Zentrum in dem Gemeinschaftsleben der Ortsgemeinde darstellen. Sie soll 
Sich mit dem geistigen und kórperlichen Wohlergehen der Bevólkerung sowie mit 
Fragen der Berufsarbeit und Freizeit befassen. Auf diese Weise kann die Schule 
einen starken Einfluß ausüben und so wesentlich zum gesellschaftlichen Fortschritt 
beitragen. 
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TENDANCES ET REALISATIONS#CTUELLES DANS 
L'EDUCATION DES ADULTES EN INDE 


par S. C. Dutta, New Delhi 


En Inde, la plus grande partie de l'éducation des adultes est concentrée dans les 
-mains d'organismes officiels. L'auteur estime que cette situation est regrettable, 
parce que l'éducation populaire doit étre spontanée et non imposée par l'admini- 
stration. D'après lui, ce caractère officiel a empêché que l'éducation populaire ait 
‘exercé jusqu'ici l'influence nécessaire. A cette tendance s'oppose une opinion 
publique de plus en plus décidée à encourager une éducation populaire libre, Ce 
point de vue est propagé avant tout par l'Association Indienne pour l'Education 
Populaire. 

D'autres tendances importantes sont exprimées par les programmes de community 
development (développement des communes). Dans ces programmes, un róle im- 
portant a été assigné aux éducateurs. On souhaite que l'éducation produise un chan- 
gement idéologique dans la population, de sorte que les membres d'une commune 
participent activement à l'amélioration de la vie individuelle et sociale. Ce travail 
est désigné en Inde comme “éducation sociale", mais, selon l'auteur, cette action 
éducative a manqué d'exercer une influence importante parce qu'elle se préoccupe 
des problémes de détail au lieu de toucher à la. base idéologique. 
mittel, vor allem vom Kultusministerium. 

En Inde, un programme d'éducation ouvriére vient d’étre lancé. Ce travail a été 
confié à un comité autonome sous les auspices du gouvernement. D'une façon 
générale on peut dire que les syndicats ne contribuent pas encore à l'éducation des 
travailleurs. En ce qui concerne l'éducation féminine, on peut signaler quelques 
stages organisés par des associations libres avec l'aide financière du Central Social 
Welfare Board (Comité Central d'Assistance Sociale). 

Une autre action prévoit l'organisation de cours par correspondance pour les 
travailleurs. Quelques universités projettent également des cours par correspon- 
dance pour offrir aux étudiants la possibilité dese préparer aux grades universitaires. 
L'Association Indienne pour l'Education des Adultes organise aussi des cours par 
correspondance traitant de problemes du travail et du développement rural. 

L'auteur plaide pour l'établissement d'écoles communautaires (community schools) . 
A son avis, l’école ne doit pas seulement con ibuer aux développements physique, 
intellectual, social et moral des jeunes, mais aussi élever le niveau de toute la vie 
sociale de la commune. Elle doit se préoccuper du bien-étre physique, culturel et 
matériel de la population, des loisirs autant que des problémes de travail. De cette 
façon, l'école pourra contribuer efficacement au progrès social. 


GEGENWARTSPROBLBME DER ERWACHSENENBILDUNG 
IN DER BUNDESREPUBLIK DEUTSCHLAND 


von HELLMUT BECKER, Kressbronn 


Schon vor dem ersten Weltkrieg und verstärkt in den 20er Jahren gab 
esin Deutschland vieleernste Bemühungen um die Erwachsenenbildung. Die 
Arbeiterbildungsbewegung einerseits, die Anlehnung an skandinavische 
Vorbilder andrerseits und das Bemiihen der christlichen Kirchen, über 
die Verkündung hinaus weitere Bereiche des Lebens anzusprechen, waren 
Wurzeln dieser Bemühungen. Trotz des Ernstes dieser Arbeit blieb die 
Erwachsenenbildung ein Stiefkind des deutschen Bildungswesens. Die 
Volksschule, als die einfache Bildung für jedermann, die sogenannte 
hóhere Bildung in Gymnasium und Universitat und schlieBlich die 
Berufsbildung in Lehrwerkstátte und Fachschule waren die anerkannten 
Formen des Bildungswesens in Deutschland. Erst die Erkenntnisse von 
der Schnelligkeit und dem Ausmaß der Wandlung der Gesellschaft hat in 
unserer Zeit die Notwendigkeit einer ständigen Weiterbildung deutlich 
Werden lassen. Nach dem zweiten Weltkrieg hat daher die Erwachsenen- 
bildung in der Bundesrepublik einen Aufschwung genommen wie nie 
zuvor. 

Der Gedanke der „abgeschlossenen Bildung" ist endgültig zerbrochen. 
Aber es ist ein weiter Schritt von der Erkenntnis der N otwendigkeit einer 
umfassenden Erwachsenenbildung bis zu ihrer personellen und institu- 
tionellen Durchführung. Das Gutachten des Deutschen Ausschusses für das. 
Erziehungs- und Bildungswesen, Zur Situation und Aufgabe der deutschen 
Erwachsenenbildung 1), vom 29. Januar 1960 ist in seiner umfassenden 
Darstellung der Aufgabenstellung der Erwachsenenbildung in der Bun- 
desrepublik unumstritten. Es fand insoweit allgemein Anerkennung, und 
es stimmt in seinen Grundtendenzen im wesentlichen mit dem Report der 
World Conference on adult education vom August 1960 in Montreal überein. 

Das äuBere Bild der Erwachsenenbildung in der Bundesrepublik 
scheint eindrucksvoll. Wahrend 1932 kaum mehr als 200 Abend-Volks- 
hochschulen in ganz Deutschland bestanden, gibt es heutein der Bundes- 
republik allein 1100 Volkshochschulen mit etwa 4000 Außenstellen und 
etwa 30 Heim-Volkshochschulen. Etwa. 1,6 Millionen Menschen nehmen 
in diesen Volkshochschulen an langfristigen Kursen teil. Die Teilnehmer- 
zahl an Einzelveranstaltungen beträgt etwa 41 Millionen. Neben den 


1) Empfehlungen und Gutachten des Deutschen Ausschusses für das Erziehungs- 


und Bildungswesen, 4. Folge, Zur Situation und Aufgabe der deutschen Erwachsenen- 
bildung. Stuttgart: Ernst Klett-Verlag 1960. 
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Volkshochschulen gibt es die verschiedenartigsten Aktivitäten kirchlicher 
Einrichtungen der evangelischen und katholischen Akademien, aber auch 
' eine vielseitige Erwachsenenbildungsarbeit vonIndustrieunternehmungen, 
Gewerkschaften, Verbänden, politischen Parteien und sonstigen Gruppen 
der Gesellschaft. 

Die Erwachsenenbildung in der Bundesrepublik besitzt also die Er- 
kenntnis ihrer Aufgabe und die Initiative zur Arbeit. Ihre Probleme be- 
ginnen mit der Tatsache, daf die bisherige Durchführung der Erwach- 
senenbildungsarbeit nicht der Größe ihrer Aufgabe entspricht. Als 
jüngstem Zweig des Bildungswesens stehen ihr bei weitem nicht die ihrer 
Aufgabe entsprechenden Mittel zur Verfügung. Die Zahl der hauptamtlich 
in der Erwachsenenbildung Arbeitenden ist viel zu gering, und in Anbe- 
tracht des Lehrermangels im deutschen Schulwesen ist es auBerordentlich 
schwierig, die nótigen neben- und ehrenamtlichen Kräfte zu gewinnen. 
Die geistige Erkenntnis von der Bedeutung der Erwachsenenbildung hat 
sich noch nicht in die praktische Erkenntnis und in die administrative 
MaBnahme umgesetzt. Die deutsche Erwachsenenbildung hat noch nicht 
den Platz im öffentlichen Haushalt gefunden, der ihr nach ihrer geistigen 
Aufgabe zukommt. 

Daher entspricht das Honorar der Dozenten heute noch nicht dem. 
Rang geistiger Arbeit, und die Volkshochschule muB oft froh sein, daB. 
ihre Dozenten bei ihren begüterten Brüdern Rundfunk und Fernsehen 
höhere Einnahmen haben und sich so den Luxus leisten kónnen, auch an 
einer Volkshochschule tátig zu sein. Langsam. und stetig wáchst von Jahr 


zu Jahr die Zahl der hauptamtlichen Mitarbeiter, aber auch ihre Zahl 


ist immer noch ungenügend. In den letzten Jahren beginnen immer mehr 
bauen. Zwar steht den deutschen 


Volkshochschulen eigene Gebäude zu 
Volkshochschulen überall die Benutzung der Schulen am Abend offen. 


Sie erstreben jedoch aus pádagogischen Gründen eigene Hauser, wie wir 
nd wie sie für die. 


sie heute in einzelnen deutschen Stadten schon besitzen u 

nächsten Jahre in den meisten wichtigeren deutschen Städten geplant. 
sind. Die Basis hierfür ist die Erkenntnis, daß man den Erwachsenen 
nicht auf die Schulbank setzen darf, wenn man nicht eine falsche Assozia- 
tion zu seiner Schulvergangenheit herstellen will. Die architektonischen 
Einzelheiten dieser Háuser sind z.Zt. Gegenstand der Beratung zwischen. 
den Volkshochschulverbänden und den kommunalen Spitzenbehórden in 
der Bundesrepublik. Die Notwendigkeit hauptamtlicher Mitarbeiter und 
eigener Hauser machen aber die Verwendung von Schulráumen nicht 
entbehrlich. Ebenso sind die nebenamtlichen Mitarbeiter nötig, um die 
Verbindung der verschiedenen Bildungseinrichtungen in der Volkshoch-. 


schule herzustellen. Nur in der Erwachsenenbildung treffen sich heute 
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der Universitátsprofessor, der Gymnasiallehrer und der Volksschullehrer 
an einer Bildungsinstitution zu gemeinsamer Arbeit. 

Während die deutsche Offentlichkeit in Schule und Universitit im we- 
sentlichen an ein óffentliches Bildungswesen gewohnt ist, tritt ihr in der 
Erwachsenenbildung eine Welt verschiedenartiger Erscheinungen gegen- 
über. Es besteht kein Zweifel, daB auch die gruppengebundenen Formen 
der Erwachsenenbildung eine óffentliche Aufgabe erfüllen. Das Bedürfnis 
nach Erwachsenenbildung ist so groB und so unerfüllt, daß jede der Grup- 
pen der Gesellschaft sich an ihr beteiligen sollte. 

Die einzige, nicht gruppengebundene Institution der Erwachsenenbil- 
dung ist die Volkshochschule; sie ist geeignet, die verschiedenen Gruppen 
der Gesellschaft integrierend zu verbinden. Die Volkshochschule ist als 
Institution neutral. Hier treffen sich Katholiken, Protestanten und 
Nichtchristen, hier treffen sich Anhánger der verschiedenen Parteien, 
Bauern und Arbeiter, Eltern und Lehrer, Sachverständige und Laien. 
Dabei ist der Dozent auf der Volkshochschule keine neutrale Persónlich- 
keit. Man kann nicht zur Entscheidung bilden, ohne sich selbst zu ent- 
scheiden. Die Volkshochschule ist also eine freie Einrichtung engagierter 
Persónlichkeiten. In ihrem Programm muB sie die wesentlichen Strómun- 
gen eines möglichen Engagements nebeneinander berücksichtigen. 

Die Volkshochschule hat ihre Basis in der Gemeinde. Mit Recht sagt das 
Gutachten des Deutschen Ausschusses: „Eine lebendige Gemeinde erkennt 
man an dem Rang und der Stellung, die sie den Volkshochschulen und 
Volksbüchereien in ihrem Haushalt gewährt.” Die Leistungen, die Städte 
"und Landkreise in den letzten Jahren für die Volkshochschulen aufge- 
bracht haben, sind erheblich. Die Erkenntnis, daß die moderne Gesell- 
‚schaft nicht ohne ausgebaute Erwachsenenbildung funktionieren kann, 
muß dazu führen, daß der personelle Bedarf der Erwachsenenbildung 
‚ebenso wichtig genommen wird wie der von Schule und Berufsbildung. 
Aber die Volkshochschule wird noch viele Erwachsene über die Notwen- 
‚digkeit der Erwachsenenbildung heute aufklären müssen, bis die politi- 
schen Kräfte bereit sein werden, die hier notwendigen Entscheidungen zu 
treffen. 

Wichtiger als die finanziellen, personellen und organisatorischen Sor- 
‚gen der Erwachsenenbildung sind bestimmte inhaltliche Fragen, an erster 
Stelle das Problem von Bildung und Ausbildung. Die traditionelle Er- 
wachsenenbildung war allgemeine Bildung im alten Sinne. Heute erwei- 
tern die Einrichtungen der Fach- und Berufsbildung ihr Lehrprogramm 
um Politik, Soziologie, Sprachen und andere allgemeine Fächer. Das 
Spezielle kann ohne den allgemeinen Horizont nicht richtig erlernt werden. 
Zugleich stellt sich das Allgemeine für uns im Speziellen dar, d.h. Erwach- 
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——senenbildung umfaßt heute die allgemeine. Orientierung genau wie die 
fu Einzelheiten beruflicher Vorbildung. In der Volkshochschule steht der 
© Kursus über technisches Zeichnen oder Stenografie neben der Arbeits- 
"gemeinschaft über Politik oder Theologie. Die Fachbildung des Erwach- 

senen wird in der Regel bei hierfür zustándigen Institutionen liegen. 
Trotzdem wird die Volkshochschule sich nicht mehr, wie in der Vergangen- 
heit, auf die allgemeinen Fragen beschránken dürfen, sondern zusammen 
mit der allgemeinen Orientierung das zunehmende Bedürfnis nach wech- 
selnder spezieller Ausbildung befriedigen müssen. Die alte Unterscheidung 
von Bildung und Ausbildung wird zweifelhaft; Bildung und Ausbildung 
sind für uns nur mehr Akzente eines einheitlichen Bildungsvorgangs. Am 
- Ende der humanistischen Bildungsepoche ist es nicht mehr móglich, das 
„höhere Allgemeine" vom „bloß Realen" zu trennen. 

Zur Freiheit der Erwachsenenbildung gehört traditionell die Freiheit 
des Zugangs und des Fortgangs des Lernenden und die Freiheit des 
Lehrers von der Beurteilung des Lernenden. Das war richtig, solange die 
Erwachsenenbildung sich auf die Aufgabe der Horizonterhellung und auf 
den Nachholbedarf für das, was in der Schule nicht gelernt worden war, 
beschränken konnte. Erwachsenenbildung heute ist in so hohem Grade 
Notwendigkeit, daB sie auf die Dauer Leistungsbestátigungen nicht ver- 
meiden kann. Zwar sollte sich die Volkshochschule hüten, Zeugnisse wie 
die Schule mit Zensuren auszugeben. Aber der Erwachsene, der sich heute 
nach abgeschlossenen Berufsausbildungen noch ernsthaft weiterbilden 
móchte, verlangt oft selbst nach einer Bestätigung seiner Arbeit, schon 
zur eigenen Kontrolle. Es wird deshalb notwendig sein, Formen der 
Bestátigung der Leistungen zu entwickeln, die nicht sofort einem neuen 
Berechtigungswesen Vorschub leisten. Vor allem für Teilnahme an fort- 
gesetzten Kursen sollten Bestätigungen erteilt werden, die eine gewisse 
Beurteilung enthalten, ohne automatisch einer Prüfungsbestätigung 
gleichzukommen. Keiner anstellenden Behórde sollte durch ein Volks- 
hochschulzeugnis wie durch Abiturzeugnis oder die Bestátigung eines 
Universitätsexamens ein klares Ja oder Nein vorgesprochen werden. 
Vielleicht kónnte die Entwicklung von gutachtlichen Leistungsbestáti- 
gungen auf der Volkshochschule dazu dienen, auch den Zeugnis- und 
Berechtigungsmechanismus der Hóheren Schule ein wenig aufzulockern. 
Die Erwachsenenbildung ist bisher der Leistungsbestátigung gegenüber 
noch vorsichtig skeptisch eingestellt. Der Ernst der Arbeit macht es ‚aber 
notwendig, mit der bisherigen Form der unbestätigten freien Arbeit zu 
brechen. Auch hierin spiegelt sich die neue Einheit von Bildung und Aus- 
bildung. 


Die zunehmende Bedeutung und Versachlichung der Erwachsenenbil- 
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dungsarbeit macht die Frage nach der Bildung der Menschen, die in der 
Erwachsenenbildung bilden sollen, immer brennender. Im Augenblick 
versuchen die Landesverbände der Volkshochschulen und der Deutsche 
Volkshochschulverband durch Veranstaltung von Fortbildungskursen 
und Tagungen sowie durch die Einrichtung pádagogischer Arbeitsstellen 
zur Weiterbildung der Dozenten und Mitarbeiter der Volkshochschule bei- 
zutragen. Der Deutsche Volkshochschulverband plant, eine pádagogische 
Arbeitsstelle zu einer Akademie für Erwachsenenbildung auszubauen, an 
der dann die wissenschaftliche Arbeit über Erwachsenenbildung mit der 
Fortbildung von Dozenten und Mitarbeitern sowie mit der Neugewinnung 
von Mitarbeitern verbunden werden soll. Es ist nicht beabsichtigt, eine 
einheitliche Laufbahn für den ,,Erwachsenenbildner” zu entwickeln. Die 
Volkshochschule soll nach wie vor Menschen der verschiedensten Vor- 
bildungen als Dozenten verwenden. Der Volkshochschulleiter kann aus 
den verschiedensten Berufen stammen. Die wesentliche Voraussetzung 
sollte sein, daB der in der Erwachsenenbildung Tátige irgend etwas zu 
Ende gelernt hat und dann auf dieser Bildungsvoraussetzung aufbauend 
sich den besonderen Gegebenheiten der Erwachsenenbildung zugewendet 
hat. Der Volkshochschulverband hält z.Zt. regelmäßig Seminare ab, in 
der Jungakademiker der verschiedenen Fakultäten nach Abschluß ihres 
Examens über die Probleme der Erwachsenenbildung orientiert werden. 
Aus diesen Seminaren ist in den letzten Jahren ein wesentlicher Teil des 
Nachwuchses der Volkshochschule in der Bundesrepublik hervorgegan- 
gen. 

Deutschland besitzt nicht die angelsächsische Form der university 
extension. Die Mitarbeit von Professoren und Assistenten der wissenschaft- 
lichen Hochschulen in der Erwachsenenbildung führt aber praktisch zu 
einer viel stärkeren Beteiligung der Hochschule an der Erwachsenen- 
bildungsarbeit, als es in den angelsächsischen Ländern üblich ist. Hierbei 
gewinnen beide Teile. Die Volkshochschule gewinnt die Dozenten von 
wissenschaftlicher Qualität, die Dozenten der Universität lernen das Ge- 
spräch mit dem Laien, sie leisten ihrerseits einen Beitrag zur Überbrük- 
kung der tiefsten Kluft innerhalb der modernen Gesellschaft, der zwischen 
Sachverständigen und Laien. 

Die Volkshochschulen sehen in den Massenmedien, insbesondere Rund- 
funk und Fernsehen, keine Konkurrenz, sondern im Gegenteil einen An- 
reger, der durch enge Kooperation mit den Volkshochschulen wesentlich 
zur Erwachsenenbildung beitragen könnte. Zahlreiche Fernseh-Arbeits- 
gemeinschaften an den Volkshochschulen versuchen durch Besprechung 
einzelner Sendungen den passiven Vorgang des Fernsehens in den aktiven 
Vorgang der Bildung umzuformen. Eine engere Zusammenarbeit wird von 
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n Seiten angestrebt. Hierbei ist es nótig, die traditionelle deutsche 
gogische Theorie zu überwinden, die Bildung und Technik in einen 
nsatz stellt und damit auch die technischen Hilfsmittel unterbewertet 
id die Massenmedien nur von ihren nachteiligen Wirkungen her sehen 


enmedien kónnen den Menschen nicht nur fórdern, sie kónnen ihn 
rlich auch manipulieren. Gerade deshalb ist es nötig, daB der moderne 
h Rundfunk hôren und fernsehen lernt. Die politische Verfassung 
freien Welt, die Demokratie, setzt einen mündigen Menschen voraus, 
eine eigene Entscheidung fállen kann. Erwachsenenbildung ist daher 
otwendiger Bestandteil demokratischen Lebens. Das gilt insbeson- 
für Länder wie Deutschland, in denen die Schatten einer totalitären 
angenheit endgültig überwunden werden müssen. Daher spielt in den 

ichtsplánen der deutschen Volkshochschule die politische Bildung 
die Aufklärung über die jüngste Vergangenheit eine besondere Rolle. 
Interesse gerade der jüngeren Generation an diesen Themen nimmt 
dig zu. Dabei kommt es darauf an, die Demokratie der Jugend nicht 
e ein neues Rezept nach dem totalitären zu vermitteln, sondern die 
ilnahme am demokratischen Leben mit seinen Vorteilen und Schwä- 
en zu wecken. Der Vorteil gerade des Fernsehens für die politische 
lung liegt darin, daB politische Persónlichkeiten und Vorgänge dem 
elnen in der Masse sehr viel zugänglicher werden als die Vorgánge in 
"Honoratioren-Demokratie des 19. Jahrhunderts, die für den Einzelnen 
um erkennbar waren. Die demokratische Bildung ist aber nicht so sehr 
besonderer Unterrichtsgegenstand in der Erwachsenenbildung als 
Prinzip, das sie als Ganzes durchdringt. Erwachsenenbildung muB es 
Einzelnen móglich machen, im GroBen wie im Kleinen selbstándig zu 
nnen und seiner Erkenntnis entsprechend zu handeln. Insofern dient 
Kurs der Volkshochschule der Verbesserung der Stellung des Ein- 
Inen in der Gesellschaft und damit der Funktionsfähigkeit der Gesell- 


überhaupt. 


C PROBLEMES ACTUELS DE L'EDUCATION DES ADULTES DANS 
LA REPUBLIQUE FEDERALE D'ALLEMAGNE 


par HELLMUT BECKER, Kressbronn 


is la dernière guerre, l'éducation des adultes s'est développée largement dans 
magne de l'Ouest. En 1932, il n'y avait que 200 universités populaires (Volks- 
chulen) dans toute l'Allemagne. Aujourd'hui, dans le seul territoire de la 
blique Fédérale, on trouve 1100 universités populaires avec environ 4000 
externes, ainsi qu'une trentaine de colléges résidentiels pour les adultes. 
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Le chiffre annuel de personnes en contact avec l'une ou l'autre forme d'éducation 
populaire atteint environ 6 millions, dont 1 million-et-demi participent à des cours 
prolongés. L'éducation des adultes est assurée par différents groupes politiques, 
industriels, religieux et sociaux, aussi bien que par les Volkshochschulen. La Volks- 
hochschule seule est neutre parmi tous ceux qui offrent une éducation pour les adul- 
tes, mais malgré sa neutralité elle a pour principe d'encourager l'expression d'un 
engagement personnel en matiére de religion et de politique, dans un esprit de tolé- 
rance à tous points de vue. 

Quoique l'importance de l'éducation populaire soit reconnue dans l'Allemagne de 
nos jours, un grand nombre de problémes se présente dans l'action pratique nécessai- 
re pour réaliser cette táche importante. Le budget dont l'éducation populaire dispose 
est trop restreint, les appointements des enseignants insuffisants, et trop peu d'édu- 
cateurs se vouent entiérement à cette form d'éducation; et il n'y a pas non plus 
suffisamment d'immeubles exclusivement à la disposition de l'éducation populaire, 
Malgré l'encouragement officiel accordé aux colléges adultes dans l'intérét méme de 
la communauté (comme la bibliothéque publique), ceux-ci se heurtent souvent à 
l'indifférence et méme à l'hostilité. 

En ce qui concerne les matiéres à enseigner, il faut encore surmonter l'opposition 
entre culture générale et éducation professionnelle (Bildung und Ausbildung) et 
entre culture générale et développement technique (Bildung und Technik). Un autre 
probléme est celui du rendement. La liberté de l'enseignant et de celui qui s'instruit 
est considérée comme principe fondamental; cependant, si l'éducation populaire 
désire maintenir un niveau convenable, il faut reconnaitre la nécessité de qualifi- 
cations et d'évaluation. On reconnaît la nécessité d'un personnel qualifié pour l'édu- 
cation des adultes, mais on ne veut pas qu'on fasse des spécialistes. Ce qu'on désire 
c'est qu'on encourage des éducateurs diversement qualifiés à s'y préparer. On a 
donc organisé des stages pour les éducateurs et on est en train d'établir une acadé- 
mie pour la formation des adultes. 

En dernier lieu, l'éducation populaire est regardée comme un moyen important 
pour créer et pour maintenir une démocratie, mais non comme une recette nouvelle 
aprés la faillite du totalitarisme, L'éducation des adultes doit offrir un appui à 
l'individu qui désire se préparer à la responsabilité et à la pensée indépendante, et de 
cette facon contribuer à la vie de la société. 


CURRENT PROBLEMS OF ADULT EDUCATION IN THE 
FEDERAL REPUBLIC OF GERMANY 


by HELLMUT BECKER, Kressbronn 


Since the second world war adult education has greatly developed in Western 
Germany. Whereas in 1932 there were only 200 evening adult colleges ( Volkshoch- 
schulen) in the whole of the former Germany, there are today, in the area of the 
Federal Republic alone, 1,100 Volkshochschulen with some 4,000 external depart- 
ments, as wellas thirty orso adultresidentialcolleges. The annual number of persons in 
touch with adult education is estimated at approximately six million of whom 1 
million are enrolled in long term courses. In Germany adult education is offered by 
different political, industrial, religious and social groups side by side with the Volks- 
hochschule. The Volkshochschule is the ‘neutral’ adult college pay excellence, but 1 
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spite of its neutrality its policy is to favour the expression of personal religious or 
“political commitments in a spirit of tolerance of different points of view. 

Although the importance of adult educa ion is widely acknowledged in Germany 
today, a number of problems persist in the action required to do justice to the 
magnitude of the task. The budget for adult education is inadequate, salaries of 
teaching staffs are too low, and there are not enough full-time lecturers norasuf- 
ficient number of buildings exclusively available for adult work. In spite of the 
official recognition of the adult college as a concern of the local community (similar 
to the public library), much indifference and hostility towards this conception have 
still to be met. 

In content German adult education has to overcome traditional distinctions 
between liberal and vocational education (Bildung und Ausbildung) and between 
general education and technology (Bildung und Technik). Another current issue is 
the question of assessment. The freedom of the teacher and the learner is funda- 
mental; yet, if the work of adult colleges is not to decline, the recognition of 
standards and some form of assessment of achievement are inevitable. Although 
work with adults requires trained staffs, German adult education has not favoured 
a distinct career for 'adult educators'. What is demanded are teachers with all kinds 
of qualifications and opportunities for specialist training in work with adults. Hence, 
courses for adult tutors have evolved and an academy for adult education is planned. 

In the last resort, adult education is an important means of creating a democracy, 
but not as a new recipe after the failure of totalitarianism. It must help to make the 
individual ready for independent thought and responsible action as a contribution 
toa living society. 


RECENT ADULT EDUCATION IN GREAT BRITAIN 
by W. E. STYLER, Hull 


The four major forces in British adult education are the Ministry of 
Education, the universities, the Workers’ Educational Association 
(W.E.A.), and the Local Education Authorities (L.E.A.'s). Traditionally 
their relations have been regarded as a partnership. The Ministry provides 
grants to Districts of the W.E.A, and to University Extra-Mural De 
partments. L.E.A.'s also make grants and are required to operate schemes 


other. In the case of the universities these are described as ‘University 
Extension’ and may consist of anything from short courses of two 0 
three lectures to classes which last for three years. Likewise the W.E.A. 
May arrange one-year, terminal and informal courses without reference to 


Before the war British adult education consisted mainly of the classes 
provided by University Joint Committees, the additional classes provided 
independently by the W.E.A., and a miscellaneous range of classes pro- 
vided by L.E.A.’s. Outside London and some of the other big cities the 
L.E.A. ’sattempted little that was academically orintellectually ambitious; 
more than half of their work gave post-school or vocational education for 
adolescents. In 1937-8 fifty-eight per cent of their part-time students’ 
were young people under twenty-one, but the number of adults attending 
mainly what were called ‘recreative evening classes’ had grown to its 
forty-two per cent from thirty-two per cent in 1927-8. To complete the 
picture there was the National Council of Labour Colleges, a rival organi- 
zation to the W.E.A., which offered education with a Marxist bias to the | 
trade unions, and six small independent residential colleges which pro-- 

vided courses lasting not less than one academic year. f 
The immediate post-war period saw the completion of the process by 
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which all universities (with the exception of Reading) established extra- 
mural departments. The number of administrative workers and tutors 
employed by them considerably increased and by 1950 they had begun to 
make much greater use of their independent powers of provision. The 
| Ministry of Education Committee on Adult Education under Sir Eric 
Ashby, which reported in 1954, described the big expansion in this field 
and remarked “The main initiative at present lies with university extra- 
mural departments’’.) 

University Extension courses now include many of vocational interest. 
Among them are courses in social studies for policemen, local government 
officers, civil servants, hospital workers and social workers, courses in 
applied science for technologists, and courses for managerial and super- 
visory workers from industry. Apart from those in applied science, 
which are provided by only a small number of departments, most attempt 
to combine vocational interest with liberal education. One example which 
may be given is a course now provided regularly by the Manchester 
University Extra-Mural Department for administrative workers em- 
ployed by the Manchester Regional Hospital Board. It includes not only 
elements relating to hospital administration which might be regarded as 
‘technical’, but also elements drawn from social history, psychology and 
the social sciences which help the understanding of the place of hospitals 
in British society. Similarly in courses for the police forces there has been 
not only provision for the study of law, which is easily appreciated and 
in constant demand, but also for psychology and sociology. ; 

Expansion in University Extension work, however, has also occurred in 
those subjects to which the adjective ‘liberal’ may be applied without 
reserve. Among these notable success has been achieved with archaeology, 
local history, the study of foreign countries and their cultures, and some 
branches of pure science. The pioneer university in this field of expansion 
was Birmingham, which reorganized its extra-mural department at the 
end of the war. In the post-war years it rapidly expanded its staff of full- 
time tutors and set out deliberately to cater for the cultural needs of the 
middle class population in its area. At the time it was widely criticized 
because of its readiness to devote its resources largely to the provision of 
short courses. Its energies were directed almost entirely, however, to the 
promotion of liberal adult education. The Director during this formative 
period, D. R. Dudley, published a survey when he gave up his post; it 
gives 300 lines describing the subjects provided and over 280 of them 
` deal with Archaeology, Archive Study, Fine Arts, Geography, History, 


1) The Organization and Finance of Adult Education. London: H.M.S.O. 1984. 
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International Affairs, Literature, Music, Philosophy and the Natural 
Sciences.1) 

A lead in another important field was given by the Extra-Mural Depart- 
ment of the (then) University College of Leicester. This had an invaluable 
asset in a college for part-time study, Vaughan College, which had been 
founded in the middle of the nineteenth century and had passed under 
control of the Leicester City Education Committee. For a time the city 
authority and the Extra-Mural Department were partners in its utilization 
but shortly after the end of the war it passed under the sole control of the 
University. Very quickly all available teaching space was in use, courses 
were provided all the year round, and in his latest report the Head of the 
Department describes the difficulties which insufficiency of accommo- 
dation are causing. Fortunately the solution of them is already in sight 
because the University is building an entirely new College to replace the 
old. The value of the College is indicated by the fact that in it courses are 
provided for roughly 2,500 people each year, while in Hull (a city of about 
the same size), so far without a University adult education centre, the 
number is in the neighbourhood of 700. In the last few years other Extra- 
Mural Departments have followed Leicester in setting up their own 
institutions. Liverpool and Newcastle have them in their metropolitan 
centres. Leeds has them in Bradford and Middlesbrough. Nottingham has 
one which contains the headquarters of both the Extra-Mural Department 
and the East Midland W.E.A., and, with the aid of the L.E.A.’s, has 
established others in Derby, Boston, Loughborough and Matlock. Bir- 
mingham has entered into an arrangement with its Central Public Library, 
which in the evening becomes its city teaching centre. In all cases where 
centres of this kind have existed for two or three years the story is the 
same; there is a rapid expansion of the number of classes and the accomo- 
dation is soon filled to saturation point. 

One probable reason for the success of the universities is that they are 
no longer regarded as the Preserve of a privileged class; they have become 
popular institutions in which a great deal of interest is shown. Newspapers, 
television programmes and sound broadcasting increasingly devote 
attention to their affairs and university teachers have become familiar 
figures to television viewers, On the other hand, while it would be untrue 
to say that the W.E.A. has not advanced, its comparative position has 
declined. In 1938-9 it had 635 branches Which organized 3,533 classes 


1) A Survey of New Developments 1945-55. Department of Extra-Mural Studies, 
Deus of Birmingham 1956. See also “University Extension Renascent” by 
J. W. SAUNDERS in Trends in English Adult Education, ed. S. G, RavBovrp. London: 
Heinemann 1959. 
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attended by 67,000 students, in 1956-7 the number of branches was just 
under 1,000, classes 5,436 and students just over 88,000, but before the 
| war eighty-five per cent of the work of the universities was done in co- 
operation with W.E.A. Districts while in 1959-60 the proportion had 
fallen to thirty-nine per cent, 1,987 classes out of 5,051. 
| The Ashby Report !) expressed its belief in the voluntary principle in 
adult education and its regret that its influence had apparently declined. 
The W.E.A., like most voluntary associations, has suffered from the 
effects of rising costs and prices. Extra-Mural Departments receive annual 
grants from their universities as well as from the Ministry of Education 
and are able, as a consequence, to employ larger administrative and 
| teaching staffs, to spend more on well-designed publicity and, in some 
| cases, to provide their own accommodation for classes. If the W.E.A. 
could command greater resources it could secure an increase in its activi- 
ties, I should say myself that this would be most desirable at the more 
elementary levels; it would be a good thing if the W.E.A. could be given 
scope to experiment widely in the provision of facilities for those people 
called in Aspects of Adult Education 2), the report of a recent Working: 
Party, ‘the outsiders’, defined as “those people who ‘need’ to have some 
kind of adult education but are not getting it” and those “who are com- 
pletely left outside the ‘complex’ of adult education and semi-educational 
activities", 

If the W.E.A. commanded greater resources it could set out to be more 
comprehensively a citizens' movement for general adult education. After 
the war the social composition of its classes was the cause of considerable 
and sometimes heated controversy. Whereas in the pre-war period the 
percentage of manual workers in its classes Was over thirty per cent the 
post-war figure has been under twenty per cent. Looking at this change 
S. G. Raybould argued 3) that the ‘workers’ for whom the W.E.A. should 


ad left school at the minimum age (‘the 


cater were those people who h à 
educationally under-privileged") and that those who had received a better 


education should be provided for through University Extension are 
rangements. This argument appears to have produced no discernible 
effect on W.E.A. policy although it effectively called attention to the 
substantial change in the social character of W.E.A. classes. The Working 
Party Report answers Raybould's argument by pointing to the fact tar 
there appears to be little relation between ‘educational under-privilege 


and social class since, according to the statistics of the Registrar General, 


E See p. 168 footnote 1 above. À : tion 1960. 
d Published by the Workers’ Educational Association 1960. 
The W.E.A.— The Next Phase (WEA 1949). 
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twenty-eight per cent of the highest occupational class left school at 
fifteen or under. The position of the W.E.A. may now be said to be that 
while it wishes to secure the best possible educational opportunities for the 
'educationally under-privileged' and to promote the education of trade 
unionists, it has no intention of surrendering its right to organize branches 
and classes wherever they are possible. Its special character lies, to quote 
Aspects of Adult Education again, in its concern “for a particular approach 
to adult education as well as a particular method of organization". 

Since the war the W.E.A. has devoted a great deal of attention to trade 
union education, and a new feature of its work has become annual summer 
schools arranged for particular trade unions. At these a half or more of the 
programme deals with ‘liberal’ elements, usually aspects of economic 
development, for which the W.E.A. is responsible. The other part consists 
of lectures by union officials dealing with domestic union affairs. From 
1955 to 1957 the W.E.A. conducted Special pilot schemes for trade 
unionists in Yorkshire, in South Wales, and on Tyneside. When the period 
of the schemes was ending it asked H. A. Clegg of Nuffield College, 

` Oxford, to make a survey of what had been done. In his report 1) (written 
in collaboration with Rex Adams) he said that all three areas showed that, 
given increased resources, it was possible for the W.E.A. to achieve a largé 
expansion in trade union education. He concluded, however, that because 
the areas had been encouraged to devise their own schemes and were 
substantially free of central control, there was nothing a scientist would 
recognize as a ‘controlled experiment’. 

The Clegg-Adams report, in fact, foreshadowed a major change in the 
organization of trade union education which provides for the central 
control missing in the W.E.A. experiment. At last year’s Trade Union 
Congress a report was accepted which proposed that all trade union 
education should be under the control of a central co-ordinating body 
called a Joint Trade Union Education Committee, on which the W.E.A. 
will be represented. The National Council of Labour Colleges and the 
special W.E.A. committee for trade union education (W.E.T.U.C.) are to 
be wound up and a compulsory levy of three pence per member is to be 
made on all trade unions. From the resulting income the costs of central 
administration, the provision of free correspondence courses, and classes 
and full-time courses will be met. This development will represent a 
notable step forward but it seems likely that British trade union education 
will still have a great deal of leeway to make up before it compares in 
extent of provision with that in such countries as Sweden and the German 
Federal Republic. 

/.3) Trade Union Education (WEA 1959). 
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One of the most important changes in the place of the L.E.A.’s in adult 
education is the part they now play in maintaining residential colleges. 
During the war Sir Richard Livingstone in The Future of Education argued 
that Britain needed residential adult education of the kind provided in 
Denmark by the Folk High Schools. Under the influence of his ideas in 
parliamentary discussion of the Education Bill demands were made for 
the establishment of a national system of short-term residential colleges. 
The reply of the President of the Board of Education was that he would 
not legislate specifically for this but that L.E.A.’s could include plans for 
colleges in their schemes for further education. In the ten years following 
the end of the war many of these colleges were founded as a result. The last 
annual report of the Ministry of Education (1960) gives thirty-four as the 
number maintained or assisted by L.E.A.’s and in that year 45,000 
students attended the courses provided in them. This network of short- 
term residential colleges is one of the clear gains of the post-war period. 
The Ministry Report remarks “the continued popularity of these courses 
reflected social and economic conditions. More people were better off and 
more mobile than before +++" 

Courses in the colleges last from a week-end to a week or a fortnight. 
Many are in liberal subjects although courses designed for supervisory and 
other workers from industry and public undertakings have been a notable 
feature of their work. These courses are related to vocational interests but 
contain liberal elements and have caused the view to be propounded by 
Guy Hunter, who has been warden of two of them, that the colleges “have 
found a task of high and lasting value in bringing the humane approach 
into vocational education!" H 

Generally the L.E.A.’s leave the provision of classes of an advanced type 
to the universities and W.E.A. Special provision for adult education in 
liberal studies is made in institutions like the London Literary Institutes 
and the Manchester College of Adult Education, sometimes with the 


assistance of the local university and the W.E.A. In some administrative 


areas, e.g., Kent, a number of Adult Education Centres have been set up. 
al adult education has been the 


One of the formative influences in rur I H Se, 
Village Colleges founded by Henry Morris in Cambridgeshire. He said tha 


the village college should consist of two wings Or three-sided courts, 


‚the other accommodation specially set 


apart for adult education, and with the village hall between. 
Although Cambridgeshire is still 


be i: ish Adult 
1) See “Residential Colleges for Adult Education m Trends in English 
Education; and Residential Colleges. Occasional Papers No. 1. (New York: The Fund 
for Adult Education 1952). 
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Colleges in action the influence of Henry Morris has caused new schools: 
be built elsewhere which include special accommodation for adults, In 
one of these in the East Riding of Yorkshire students may follow 

cational courses in office organization, shorthand, grassland managemi 
typewriting and animal husbandry, recreational courses in paintin 
photography, ballroom dancing, folk dancing and football, utilit 


Physics and Mathematics, and academic courses provided in associatio 
with the local university or the W.E.A. The adult centre where this wic 
variety of courses is offered is part of the local secondary school and th 
prospectus says that it exists to promote “the educational, cult 
spiritual and recreational life of the area”. 

Although the variety of L.E.A. adult education institutions has gr 
Evening Institutes remain the most plentiful. In 1960 there were o 
8,000 throughout the country, attended by nearly one million stude 
Men and women, young and old, learn an extensive variety of sk 
manual, intellectual and recreative, in them. In the past the three 
elements in their programmes have been described as continued seconda 
vocational and recreative education. With the growth of facilities for 
time technical education the number of technical courses is diminishi 
and the main group of subjects, (comprising fifty-eight per cent of 
total) is now described as ‘recreative’ or ‘leisure-time’. A recently 
published survey, The Evening Institute!) by H. J. Edwards, traces 
development of the Institutes from the Victorian Age, when they provid 
“Makeshift Education”, to the present period, 


people who turn up at the Institutes to learn dressmaking, confectiona 
woodwork, car maintenance, and other subjects, can also easily be 
suaded to join good classes in history, literature, geography and psychol 
gy. The Evening Institute in the town seems likely to develop into a 
urban equivalent of the village college. d 

In conclusion I should say that, while there are many problems, the 
situation in British adult education encourages the view that if gre 
financial resources were available a considerable advance could be mad 4 


1) Published by the National Institute of Adult Education 1961. 
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The pressure of economic events has caused the Ministry of Education to 
exercise a restraining influence on development for the past ten years. The 
question whether Britain can afford not to spend more generously on 
education, now being widely asked, can justifiably be pressed in relation 


. to adult as well as in relation to other branches of national educational 


provision. 


NEUERE TENDENZEN IN DER ERWACHSENENBILDUNG 
IN GROSSBRITANNIEN 


von W. E. STYLER, Hull 


Das Gleichgewicht der traditionellen Partnerschaft zwischen dem englischen 
Kultusministerium, den lokalen Schulbehörden, den sogenannten L.E.A.'s (Local 
Education Authorities), den Universitäten und der W.E.A. (Workers! Educational 
Association: Verband für Arbeiterbildung) hat sich seit dem letzten Kriege verla- 
gert. Óffentliche Kurse werden in verstärktem Maße von besonderen Universitats- 
abteilungen fiir Erwachsenenbildung (extra-mural departments) veranstaltet. Diese 
beschränken sich nicht nur auf Allgemeinbildung, sondern leisten auch einen Bei- 
trag zur Berufsausbildung. Eine Reihe von Universitüten verfügt heute über eigene 
Erwachsenenbildungsstütten. Trotz des gestiegenen Gesamtumfanges der W.E.A.- 
Arbeit ist die Bedeutung dieser Organisation im Vergleich zu anderen Institutionen 
zurückgegangen. Ein neues Arbeitsfeld hat sich für die W.E.A. durch die Zusam- 
menarbeit mit Gewerkschaften ergeben, und zwar wurden auf diesem. Gebiet drei 
Versuchsprojekte durchgeführt. Ein großer Fortschritt wird dann zu verzeichnen 
sein, wenn der Trade Union Council (Rat des Gewerkschaftsbundes) den im ver- 
gangenen Jahr angenommenen Gesamtplan für gewerkschaftliche Bildung einführen 
wird. 

Die Schulbehórden haben ihren Anteil 
dadurch erhöht, daß sie jetzt 34 Heimvolkshochschulen unterhalten oder unter- 
stützen. Die ländliche Erwachsenenbildung hat durch das Vorbild der Landvolks- 
hochschulen in Cambridgeshire (Village Colleges) einen Fortschritt zu verzeichnen. 
Die 8000 Abendschulen der L.E.A.s haben sich den veränderten Verhältnissen 
angepaBt und liefern einen wichtigen Beitrag zur allgemeinen Erwachsenenbildung. 
Eine intensive Weiterentwicklung der Erwachsenenbildung erscheint im Augenblick 
sehr aussichtsreich; sie verlangt jedoch die Bereitstellung größerer finanzieller Hilfs- 
mittel, vor allem vom Kultusministerium. 


an der Erwachsenenbildung besonders 


TENDANCES RECENTES DANS L'EDUCATION 
DES ADULTES EN ANGLETERRE 


par W. E. Sryzer, Hull 


Avant la guerre, il y avait en Angleterre un équilibre entre Jes divers organismes 
chargés de l'éducation des adultes: le Ministère de l'Education, la Workers Educa- 
tional Association (W.E.A.: Association pour l'Education des Travailleurs), les 


w 
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universités et les autorités locales. Cet équilibre est rompu depuis la fin de la guerre, 
Les universités ont, dans une plus grande mesure, établi des départements spéciaux | 
d'éducation populaire qui organisent des cours pour adultes. Ces cours comprennent | 
non seulement des études culturelles, mais aussi un grand nombre de Stages pro- | 
fessionnels. Plusieurs universités possèdent maintenant un centre destiné à l'éduca- 
tion des adultes. Bien que le volume absolu des activités de la WEA ait augmenté, 
sa position relativement à d'autres organismes d'éducation populaire a diminué, 
D'autre part, la W.E.A. vient de développer des activités dans une direction nouvelle, 
en collaboration avec les syndicats. Trois “projets pilotes" ont été établis; et au 
moment où le Conseil des Syndicats (Trade Union Council) mettra à exécution son 
programme d'éducation syndicaliste unifiée, un grand progrés dans l'action éducative 
de la part des syndicats sera réalisé, Les colléges résidentiels pour l'éducation des 
adultes se sont développés considérablement, surtout grace à l'appui financier 
accordé à 34 collèges par les autorités locales. Grâce à l'exemple des Cambridgeshire 
Village Colleges, l'éducation populaire a progressé dans les communes rurales. Les 
8000 colléges du soir sous les auspices des autorités locales se sont adaptés aux 
conditions nouvelles et contribuent largement à l'éducation des adultes. La situation 
semble devoir favoriser une évolution importante, qui dépend cependant des possi- 
bilités d'obtenir de plus grandes subsides, surtout de la part du Ministére de l'Edu- 
cation. 


TENDANCES ACTUELLES DE L'EDUCATION 
DES PARENTS EN FRANCE 


par A. ISAMBERT, Paris 


C'est en 1929 que fut posé au grand jour, devant le public français, le 
probléme de l'éducation des parents. Précédemment, certaines publica- 
tions, quelques rares initiatives locales, au cours du siécle précédent et au 
début du 20ème siècle, avaient déjà manifesté cette préoccupation. La 
fondatrice de l'Ecole des Parents, Mme Verine chercha à créer un mouve- 
ment d'opinion en ce sens. 

L'appellation était nouvelle. Et si l'idée, au contraire, avait déjà été 
largement exploitée aux Etats-Unis depuis la fin du siécle précédent, elle 
n'avait pas encore été précisée en Europe. Le but déclaré était de rappeler 
aux parents leurs devoirs, leurs responsabilités, tout en Jeur fournissant 
les connaissances susceptibles de leur permettre de les assumer. Al'époque, 
cette proposition scandalisa une partie du public comme attentatoire à 
la dignité des parents, investis traditionellement d'une autorité absolue. 
Elle rencontra, par contre, de nombreuses adhésions parmiles éducateurs, 
les écrivains, les travailleurs sociaux. 

Elle correspondait en effet à une évolution naturelle, sociale et scienti- 
fique. Après la première guerre mondiale, un large renouvellement des 
idées, des conditions d'existence, avait secoué les fondements moraux et 
sociaux de la famille, retirant aux parents beaucoup de leurs privilèges 
éducatifs: l'école, les grands moyens de diffusion, presse, radio, cinéma, 
l'organisation des loisirs des jeunes, paraissaient substituer aux parents de 
nouveaux éducateurs. Désorientés, un assez grand nombre avait tendance 
4 démissionner de leurs fonctions. R j 

Mais en méme temps, le développement de la psychologie jetait un Jour 
nouveau sur la formation de l'homme et de son caractére, sur l'influence 
que le milieu et les parents ont sur les enfants. Et cela, non seulement par 
leurs méthodes éducatives, mais par leur seule présence, leurs attitudes, 
leur conduite, l'expression de leurs sentiments. 

Ces conceptions nouvelles mettaient en cause 
Parents, achevant de désorienter certains d'entre eux e 
leur róle d'éducateurs. Mais elles suscitaient d'autre part chez de nombreux 
PSychologues, médecins, enseignants, travailleurs sociaux, écrivains, 
l'envie de communiquer leurs connaissances aux parents et de réformer 
leurs méthodes éducatives. 

Ce n'est cependant qu'aprés la deuxiéme 


la personnalité méme des 
t de les inhiber dans 


guerre mondiale que ces ini- 
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tiatives débouchérent largement en France et dans les pays voisins, Bel- 
gique, Suisse, Italie, Allemagne Fédérale. | 

En France, l'Ecole des Parents de Paris affermissait son action. Elle 
organisait à la Faculté des Lettres et à la Faculté de Médecine certains | 
enseignements destinés à la formation d'éducatrices familiales. Ce titre ne À 
correspondait d’ailleurs à aucune fonction définie mais pouvait servir de 
complément à d’autres formations: assistantes sociales, jardinières d’en- 
fants, directrices d'oeuvres sociales, institutrices, mères de famille. 

En 1949, intervint une réorganisation marquée par une volonté d'action 
plus populaire. A cet effet, sans rompre avec ses appuis médicaux, elle | 
noua des liens nouveaux avec l'Education Nationale et avec l'Ecole 
Primaire Publique. Celles-ci furent représentées de facon progressivement 
plus importante à son Conseil d'Administration. A cóté des cours donnés à 
la Faculté de Médecine, son enseignement se répandit dans les écoles, aux 
parents des élèves. 

Cette volonté d'aborder les milieux les plus simples amena l'Ecole des 
Parents à collaborer avec les divers services d'action sociale qui se 
multipliaient dans le pays. Les travailleurs sociaux, dans leurs contacts avec 
les familles, étaient amenés à les aider non seulement sur le plan admini- 
stratif ou financier, mais aussi sur celui des difficultés familiales. Les 
études psychologiques et pédagogiques de l'Ecole des Parents pouvaient 
leur apporter une aide précieuse. L'Ecole des Parents tendait ainsi à 
devenir aussi l'Ecole des Educateurs en donnant à ce terme son sens le 
plus large, comprenant les travailleurs sociaux aussi bien que les insti- 
tuteurs, les jardiniéres d’enfants, les médecins de famille ou les magistrats. 

Ce bref historique doit nous permettre de mieux faire comprendre les 
diverses activités et tendances actuelles de l'éducation des parents en 
France que nous allons maintenant passer en revue. 


1. Recherches et enseignement 

L'éducation des parents a été congue tout d'abord et l'est encore le plus 
généralement, comme un enseignement: enseignement varié selon les 
lieux. Le nom d'Ecole adopté en France et depuis lors dans de nombreux 
pays, accentue cette conception. Il est des Ecoles de Parents dans les 
provinces francaises qui situent dans leur programme des informations 
diverses utiles à la famille: l'organisation administrative scolaire, les 
futures carriéres offertes aux éléves, des problémes de médecine familiale, 
l'organisation de la vie ménagère. Cependant, l'enseignement spécifique de 
T'Ecole des Parents de Paris est, depuis sa réorganisation, celui d'une 
psycho-pédagogie. C'est un enseignement psychologique qu'elle donne à la 
Faculté de Médecine, et un enseignement pédagogique à la Faculté des 
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“Lettres, dans le cadre de la chaire de pédagogie dont le titulairé est M. 


Maurice Debesse. 

Mais l'inspiration de cette psycho-pédagogie a évoluée. Elle était fondée 
en 1950, sur l'enseignement de la psychologie de l'enfant, faisant d'ailleurs 
plus de place à la psychologie clinique qu'à la psychologie expérimentale; 
fondée sur les leçons, d'une part de la neuropsychiatrie infantile, dont une 
chaire venait d'étre créée à la Faculté de Médecine de Paris, par le Pro- 
fesseur Heuyer, alors Président de l'Ecole des Parents; et fondée aussi 
sur les leçons de la psychanalyse, pratiquée par une proportion apprécia- 
ble de ses professeurs. Les parents venaient donc à l'Ecole pour mieux 
connaître leurs enfants et particulièrement l'origine de leurs troubles de 
caractére. On les aidait à comprendre leurs besoins, leurs possibilités aux 
différents Ages, et l'effet sur eux des attitudes parentales, de l'atmosphére 
familiale et scolaire. 

On observait que la psychologie expérimentale et la psychologie géné- 
tique de l'enfant, telles que les ont développées en France le Laboratoire 


` de Bio-Psychologie et la revue Enfance, en Suisse le groupe Jean Jacques 


- Rousseau, de Genève, ou aux Etats-Unis, l'Ecole de Gesell, intéressaient 


peu les parents. Les films de Gesell, par exemple, projetés devant eux, 
provoquaient la curiosité de quelques-uns, mais surtout peut-étre des 
parents anxieux dont ils flattaient l'inquiétude en les incitant à comparer 
leurs enfants à des normes considérées volontiers comme rigides. La 
psychanalyse a pénétré en France largement depuis 1950 la psychiatrie 
infantile. Elle a influencé d’une façon appréciable l'enseignement de 
l'Ecole des Parents. Celle-ci adopta, par exemple, le sens donné par cette 
Science à l'éducation de l'enfant: accession progressive à une maturation 
affective, par le jeu d'une identification aux parents, évolution jamais 
achevée vers un état adulte fait d'autonomie et “q’oblativité”. Par contre, 
elle se refuse à fonder de fagon aussi exclusive sur 
prétations de la vie familiale. ; 
En mettant en lumiére l'influence des conduites, des sentiments, de 
la personne elle-méme des parents, elle fut amenée à élaborer une psycho- 


logie spécifique des parents rarement étudiée jusque là. Elle étudia, par 
ales et parentales, 


exemple, les influences réciproques des relations conjug : 
dela vie professionnelle et des róles des parents; l'influence de l'enfance des 
parents sur leur comportement d'adulte. : À 
Finalement, utilisant à leur tour les leçons de la psychologie sociale 
et de la sociologie, l'Ecole des Parents, au cours des dernières années, à 
orienté ses recherches et son enseignement vers une psychologie de la 
famille congue comme un groupe considéré dans son ensemble et en évo- 
lution vers un incessant devenir. Elle insiste Sur la coordination des róles 


la sexualité les inter- 
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des différents membres de la famille, sur leurs inter-réactions. Elle a 
entrepris, en 1961, de résumer en une vingtaine de lecons cette psychologie 
du groupe familial, l'évolution de sa structure, de ses relations internes et 
externes, analysant notamment la notion d'éducation considérée comme 
relation familiale. L'ensemble de son enseignement est publié dans une 
revue mensuelle L'Ecole des Parents, actuellement répandue largement 
non seulement dans les familles, mais dans les Ecoles normales, les services 
Sociaux, etc... 

Pour elle, en effet, la psychologie est inséparable d'une pédagogie qui 
représente sa mission essentielle. Or, si la pédagogie traditionnelle s'at- 
tache surtout à élaborer empiriquement un certain nombre de méthodes 
éducatives générales, l'Ecole des Parents aujourd'hui utilise l'analyse 
psychologique pour étudier l'action personnelle des parents sur l'enfant 
comme de l'éducateur sur les parents. En élargissant ce point de vue, la 
relation de deux personnes est éducative lorsque l'une exerce sur l'autre 
une influence l'aidant à affermir sa personnalité et à la perfectionner. 

Une certaine psychologie risquait de jeter un doute sur les possibilités 
d'une telle action, affirmant que les caractéres seraient formés et fixés 
dés les toutes premiéres années de la vie. Tout en reconnaissant la part 
importante de vérité contenue dans cette observation, l'Ecole des Parents 
insiste cependant aujourd'hui sur le fait qu'il se produit à tous Age de 
continuelles occasions de perfectionnement de chaque personne, et de 
perfectionnement du groupe; occasions liées par exemple à l'évolution 
physiologique et à l'évolution des intéréts de chacun; occasions liées aux 
événements qui mettent sans cesse les uns et les autres, et la famille, dans 
des positions nouvelles, les amenant à renouveler leurs attitudes et leurs 
habitudes. 

Tout en déclarant qu'il ne lui appartient pas d'imposer ou méme de 
Proposer aux parents une doctrine morale ou philosophique, qu'il est 
méme essentiel pour elle de reconnaître et d'accepter les doctrines morales 
et philosophiques de chacun, l'Ecole des Parents a cependant conscience 
aujourd'hui que toute mission pédagogique implique l'exercice d'une 
certaine action sur ceux qu'elle aide à se former. L'expression “action sur" 
a un sens ici fort différent de celui qu'on lui donne dans la vie courante 
lorsque l’on cherche à “agir sur quelqu'un" pour lui imposer une conduite. 
L'éducateur s'abstient au contraire de diriger, puisqu'il a pour róle d'ap- 
prendre à se diriger soi-méme. La relation qu'il entretient avec les autres 
est cependant une relation active en ce sens qu'elle concourt à leur évolu- 
tion. Et cette "action" est orientée dans un sens que l'on peut découvrit, 
sans pour cela qu'elle se méle de fixer à chacun la direction qu'il doit 
prendre, mais plutôt d'inciter chacun à se fixer à soi-même une direction: 
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Ce sens qui, d’ailleurs, varie naturellement dans une certaine mesure d'un 
éducateur à l'autre, peut, d'une facon générale, se définir comme l'aide 
donnée à chacun pour acquérir une personnalité adulte, ayant la conscien- 
ce et le courage de son róle social et de ses responsabilités à l'égard de soi- 
méme et à l'égard des autres. Ce qui conduit chacun à se poser pour soi- 
méme et pour autrui, particuliérement dans la constitution du groupe 
familial, les problémes d'autorité, de compréhension, de confiance, par 
exemple... 

On voit donc que ces recherches et cet enseignement psycho-pédagogi- 
ques ont dépassé la conception d'une information et d'une thérapeutique 
des parents auxiliaire de la pédopsychiatrie infantile, qui cherche seule- 
ment à éliminer certaines conduites génératrices de troubles caractériels 
de l'enfant. Elles aboutissent à une action éducative généralisée en vue 
d'une formation personnelle et sociale. Et elle est amenée ainsi à chercher 
ses applications non seulement sur les parents eux-mémes mais auparavant 
sur les adolescents et les jeunes adultes avant leur mariage. 


2. Utilisation de la psychologie 

Cependant, la manière d'utiliser ces recherches et de pratiquer cet 
enseignement pose immédiatement des problémes importants qui ont été 
étudiés au cours des dernières années. 

L'attitude spontanée du psychologue, et davantage encore du néophyte 
qui vient à étre informé de certaines notions psychologiques, est d'en 
instruire les ignorants pour leur permettre d'éviter des erreurs. L'éduca- 
tion des parents consisterait ainsi en une communication de connaissan- 
Ces. Les expériences faites par l'Ecole des Parents lamenérent à modi- 
fier, au cours des dix dernieres années, cette première position. Les longues 
conférences faites d'abord dans les milieux populaires par des psycholo- 
gues ou des médecins n'étaient pas comprises par le public ou le rebutaient. 
Celui-ci retenait de ces leçons quelques données fragmentaires, qu il 
transformait en régles générales ou en conseils impératifs. Illes appliquait 
ensuite souvent mal à propos en rejetant sur eux la responsabilité des 
échecs. Certains auditeurs se révoltaient contre ce qu'ils trouvaient trop 
difficile ou ce qu'ils prenaient pour des mises en accusation. D'autres 


demeuraient troublés, anxieux, notamment par une vue trop pathologique 


des problèmes. foi 
L'Ecole des Parents recommande aujourd'hui de ne donner à la fois 


qu'un petit nombre de notions assez simples et assez générales pour éviter 


qu'elles ne soient transformées en recettes fixes et définitives, RUM 
de déceptions, et pour éveiller chez chacun un esprit de compréhension des 
e. Elle recommande de 


Problémes d'autrui, un esprit d'entr'aide réciproqu' 
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veiller à ce que toutes les connaissances soient accompagnées de commen- 
taires optimistes et encourageants. Il est en effet à craindre que, dans une 
réunion de parents ou de jeunes, le psychologue ou l'animateur ne fasse 
figure, par ses réflexions et sa tournure d'esprit, de sceptique et de désa- 
busé, ce qui aurait un effet contraire à celui que l'on recherche, à savoir 
une réduction de l'énergie et de la confiance en soi des auditeurs. Il semble 
utile qu'il suive à cet effet une formation spéciale dont il sera question plus 
loin. 

On croit aussi aujourd'hui que pour étre profitable, un enseignement 
de la psychologie doit étre autant que possible progressif et prolongé. 
Certaines enquêtes faites parmi les lecteurs de la revue "L'Ecole des 
Parents" semblent faire croire que le premier contact avec la psychologie 
décourage parfois mais qu'aprés un certain temps on se trouve au contraire, 
encouragé. On recommande en conséquence, soit la lecture réguliére de 
cette revue, soit des séries de réunions de parents permettant d'atteindre 
ce second stade positif. 


3. L'aide personnelle aux parents 

Etant donné la diversité des caractéres et des situations de chacun, 
l'éducation des parents cherche aujourd'hui à étre autant que possible 
individualisée. C'est à dire qu'à un enseignement anonyme devrait étre 
substituée le plus possibleparuneaide personnelle. Aussi, l'Ecole des Parents 
a-t-elle développé le plus possible cette aide par le double moyen des 
entretiens individuels et des réunions de groupe. 

L'entretien individuel a lieu dans le cadre d'une permanence-accueil 
ouverte aux parents qui, chaque jour, peuvent librement venir demander 
une information et, sous ce prétexte, exposer leurs difficultés. L'Ecole des 
Parents considére aujourd'hui que cette simple expression par chacun 
de ses problèmes, qui amène d'une part à les préciser et à les mieux com- 
prendre, d'autre part à s'en délivrer dans une certaine mesure, est, pat 
elle-méme, une aide efficace. Quand un probléme de caractére important 
se pose, l'entretien est confié à un psychologue qualifié, médecin ou non. 
Mais celui-ci doit s'abstraire de sa fonction professionnelle. Cet entretien, 
cette consultation, est un acte éducatif et non médical. Il utilise non un 
procédé thérapeutique destiné à débarrasser un patient de troubles 
pathologiques, mais une aide envers les éléments les plus sains de la 
personnalité pour les renforcer et les rendre capables de vaincre par 
eux-mémes les difficultés rencontrées. 

Ces entretiens aux parents se distinguent donc des consultations psy- 
chiatriques d'enfants ou des “Child Guidance Clinics", étant centrés 
sur des problèmes des parents eux-mêmes et de la famille en général. Aussh 
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jusqu'à présent, n'y reçoit-on pas les enfants, qui sont renvoyés s'il y a 
lieu à des consultations spécialisées. Cependant, l'Ecole des Parents, 
soucieuse de plus en plus de vouloir considérer les problémes familiaux dans 
leur ensemble, et d'aider simultanément tous les membres de la famille, a 
aujourd’hui tendance, dans certaines des consultations qu’elle organise, a 
prendre contact avec tous les membres de la famille, époux et enfants. 

D’autre part, les réunions de parents prennent dans la mesure du 
possible la forme de groupes de discussion et non plus de conférences. Une 
courte causerie, ou méme la projection d'un film amorce la séance. Ensui- 
te, une discussion libre s'engage ott chacun est en mesure d'exposer et par 
conséquent de définir son opinion, et méme ses attitudes, sinon à propos 
de son propre probléme, du moins à propos d'un probléme analogue 
envers lequel il réagit. Il ne s'agit pas, bien entendu, de faire dans ces 
réunions souvent improvisées et dont la répétition est encore incertaine, 
de la dynamique de groupe, de forme classique, avec conduite non direc- 
tive. Si l'expérience de cette dynamique est utilisée par le dirigeant pour 
mieux maîtriser le déroulement de la séance et pour mieux contróler ses 
attitudes, celui-ci cherche davantage à fournir à chaque participant ce 
dont il semble avoir besoin: ouvrir les yeux de l'un, rassurer l'autre, aider 
chacun à faire un effort positif et lui donner une certaine confiance dans 
les résultats possibles. 

Les films utilisés dans ces réunions ne sont pas des films d'enseignement. 
Ce sont, soit des films commerciaux choisis parmi ceux qui posent des pro- 
blèmes familiaux, soit plus commodément pour ne pas trop prolonger la 
séance, des courts métrages ayant les mémes qualités dramatiques ou 
humoristiques, simples témoins de la vie quotidienne. L’Ecole des Parents 
a été conduite a diriger la production de tels films qui ont eu le plus grand 
succès. 

Mais l'Ecole des Parents cherche aujourd'hui à orienter cette aide non 
pas seulement vers les parents déjà en difficultés mais, principalement, st 
possible, vers ceux qui entrent dans la vie parentale ou vers ceux qui s y 


préparent. Or, elle a remarqué le petit nombre de jeunes parents qui 


viennent la consulter ou qui s'abonnent 4 sa revue. Ce n'est généralement 
que lorsque leurs enfants entrent à l'école qu'ils semblent réfléchir aux 
problémes de relations familiales. Aussi a-t-elle jugé opportun de leur 
offrir son aide plus tót, avant leur mariage, afin de leur éviter d'aborder 
celui-ci sans maturité suffisante, avec des expériences, des susceptibilités, 
des inquiétudes, des refus infantiles, qui empécheront ou entacheront la 
formation du couple, puis l'acceptation des rôles et des responsabilités de 
parents. 


Sur le modéle des réunions de parents, YEcole a donc organisé et dé- 
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veloppé aujourd'hui des réunions de jeunes, d'abord dans la région pari- 
Sienne, mais progressivement en province. Il s'agit de réunions de garcons 
ou de filles, et de préférence de réunions mixtes, dont les participants ont 
de 15 à 25 ans. On cherche d'ailleurs à grouper les Ages, celui de 18 ans 
constituant une sorte de clivage dans les préoccupations. On s'efforce de 
réunir de jeunes isolés, non engagés dans un mouvement de jeunesse, et 
par conséquent, soumis à tous les dangers de la solitude ou des hasards 
des rencontres. Ils se retrouvent dans un foyer de jeunes travailleurs, une 
maison, une auberge de jeunes. Aprés un film, par exemple, on les invite à 
exprimer leurs réactions, leurs idées sur leur éducation, sur leur famille ou 
leurs camarades, sur les relations entre sexes, leurs perspectives d'existence, 
profession et mariage. Les jeunes semblent aujourd'hui marqués par une 
incertitude de leur avenir et tentent de la chasser de leur esprit en vivant 
seulement dans un présent, ce qui incite quelques uns à des actes de vio- 
lence. Aussi, là plus encore qu'avec les parents, le psychologue doit-il se 
garder d'étre sceptique ou décourageant. 

Cette importance donnée à l'aide personnelle dans l'éducation des pa- 
rents et des jeunes, aussi bien que l'importance donnée dans l'enseigne- 
ment à la maniére d'informer, à son adaptation au milieu et à la personne, 
à l'accent donné par l'éducateur qui encourage ou décourage son auditeur, 
à la conception propre méme que l'éducateur aura de son action et du but 
qu'il se propose, conduisent aujourd'hui l'Ecole des Parents à s'intéresser 
tout autant à la formation de cet éducateur qu'à la recherche psychologi- 
que ou pédagogique. Un partie essentielle de son activité est orientée en ce 
Sens, comme nous l'exposerons plus loin. 


4. L'éducation des parents et les institutions sociales 

Mais il est nécessaire auparavant de considérer l'éducation des parents 
dans son extension sociale. Nous avons jusqu'à présent analysé les ten- 
dances actuelles de l'éducation des parents à travers l'action de l'Ecole des 
Parents et des Educateurs de Paris qui, en ayant expérimenté les diverses 
méthodes, publiant le seul journal spécialisé à ce probléme dans le pays, 
peut-étre considérée comme représentant effectivement ces tendances. 
Elle est d'ailleurs reconnue comme telle par l'Administration et les diffé- 
rentes institutions privées qui s'y intéressent. Mais ces derniéres sont 
aujourd'hui nombreuses et un rapide coup d'oeil sur leur variété est né- 
cessaire pour avoir une idée d'ensemble sur l'évolution de ce phénoméne 
social. 

L'éducation des parents a donné lieu à un grand nombre d'initiatives 
diverses, associations spécialement fondées à cet effet dans diverses 
régions, ou bien associations anciennes de familles, de parents d'élèves, 


V we 


EDUCATION DES PARENTS EN FRANCE 183 


“qui créent un service, une commission éducative jouant le róle d'une 
Ecole de Parents. Un Groupement d'Etudes des Ecoles de Parents qui 
comporte en 1962 une soixantaine d'adhérents, a. été fondé, il ya6ans, 
par l'Ecole des Parents de Paris. Celle-ci le réunit chaque année en des 
| journées d'études, lui adresse des lettres d'information, un bulletin tri- 
mestriel de liaison et lui prête son concours sous forme de publications, de 
conférences, d'animateurs et de stages de formation. 

L'activité de ces diverses associations est fort différente et plus ou 
moins étendue selon leurs possibilités en moyens financiers et en collabo- 
rateurs. Quelques-unes seulement ont organisé des permanences, des 
consultations ou des groupes de discussion. La plupart au contraire don- 
nent des conférences. L'utilisation de films se répand de plus en plus. 
Certaines ménent des enquétes, installent des bibliothéques, organisent 
des séances de théátre, des expositions, des manifestations collectives. 
Chacune a son caractère propre suivant la personnalité de son animateur. 
Mais il est remarquable que, au cours des réunions annuelles, l'entente se 
soit toujours faite sur les tendances et les méthodes que nous avons 
décrites. 

A côté de ces institutions spéciales, un certain nombre de professions 
pratiquent effectivement dans une large mesure l'éducation des parents. 

C'est, avant tout, les services sociaux. A cóté de leur activité économi- 
que, administrative, l'action familiale des services sociaux a pris de plus en 
plus d'importance au cours des derniéres années. Les écoles d’assistantes 
sociales comportent maintenant à leur programme une préparation à ce 
travail. Cependant, cette préparation apparaît parfois insuffisante et un 
nombre croissant d'assistantes désirent y joindre la formation de psycho- 
pédagogie familiale donnée par l'Ecole des Parents. 

Parmi les enseignants, ce sont les institutrices d'écoles maternelles, les 
jardinières d'enfants et les professeurs d'enseignement ménager qui le plus 
volontiers sont interpellés par les parents et répondent à leurs demandes 
de conseils. Les instituteurs, par contre, se dérobent le plus souvent, 
invoquant d’une part leur tâche scolaire, d'autre part leur manque de 
préparation à l'égard des problèmes familiaux. 
Les médecins de famille ainsi que les pédiatres sont très souvent consul- 
tés au sujet de l’organisation de la vie familiale et des méthodes éducatives. 
Leur accés fréquent dans les familles, leur expérience de ces difficultés, 


leur permettent de donner la plupart du temps d'excellents conseils. Les 


habitudes professionnelles ont cependant pour effet de les inciter souvent 
ue d’affaiblir le sens des 


à prendre une attitude trop impérative qui risq WU NOR 
responsabilités des parents au lieu de les développer. Ceux-ci souhaiten 


| d’être couverts par l'avis du médecin, le suivent parfois dans des cir- 
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constances qui ne sont plus les mémes, ou bien retournent chez lui à 
chaque difficulté demander une nouvelle ordonnance, comme ils ont 
coutume de le faire pour la santé de l'enfant. 

Mais toutes ces actions éducatives sur les parents ne sont pas coor- 


données. Elles se produisent au hasard des circonstances, sans lien entre | 


elles. Cette coordination a été tentée récemment dans un cadre restreint 
par l'Ecole des Parents. Dans quelques uns de ces grands ensembles d'ha- 
bitation que la nécessité de la reconstruction fait naitre en nombre de 
plus en plus considérable en France, l'Ecole des Parents s'est essayée à 
créer un service socio-éducatif qui s'efforce, aprés une enquéte sociologique 
sur les besoins familiaux de la cité, de coordonner l'action des divers 
services qui s'y trouvent représentés: services d'enseignement, services 
sociaux, services médicaux, associations de familles, de loisirs, etc... Ce 
service socio-éducatif réunit réguliérement les représentants de ces diverses 
institutions. En outre, il organise lui-méme des consultations de parents 
et d'enfants, et des réunions de parents et de jeunes, en vue d'exercer une 
action éducative sur les familles qu'il peut toucher. Il s'efforce alors d'ap- 
pliquer cette méthode d'aide collective que nous avons mentionnée et de 
traiter chaque famille dans son ensemble, comme un groupe. De tels 
services socio-éducatifs de l'Ecole des Parents fonctionnent actuellement 
dans quatre cités. Plusieurs projets tendent à en accroître prochainement 
le nombre. 


5. Formation des éducateurs 

Cette coordination des actions éducatives en faveur des parents ou des 
jeunes est encore tentée sur un autre plan au moyen d'une formation 
commune des éducateurs. 

Nous avons vu, tout le long de cette étude, l'importance de plus en 
plus grande attachée à la qualité de l'éducateur et à la nécessité de sa 
formation. L'Ecole des Parents a été ainsi amenée à expérimenter depuis 
1955 des méthodes nouvelles de formation pour ses collaborateurs, mais 
aussi pour les diverses professions qui exercent une action en faveur des 
parents. Et l'une des caractéristiques essentielles de cette formation est 
précisément la confrontation, dans des groupes communs, de.: membres de 
ces professions, de leurs motivations, de leurs attitudes, de leurs méthodes. 
Chacun arrive dans ces groupes avec l'esprit, avec la routine, avec la dé- 
formation de sa profession: les enseignants avec une tendance didactique; 
le médecin avec l'habitude des ordonnances à l'égard de cas pathologiques, 
le psychologue avec un goüt de l'observation, de l'expérimentation et de 
la critique, l'éducateur avec une tendance interventionniste et moralisa- 
trice, etc... Toutes ces tendances ont leur utilité, mais si elles sont 
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exclusives ou trop marquées, sont contraires à cette relation éducative 
que nous avons définie à l'égard des parents ou des jeunes, Or, ces diffé- 
rences vont apparaitre aux yeux des uns et des autres par le rapproche- 
ment réalisé dans les groupes de discussion. Ceux-ci de ce fait sont souvent 
de nature à déconcerter les participants, en leur faisant découvrir en eux- 
mémes ces défauts de contact dont ils n'avaient pas conscience. Et le rôle 
du dirigeant de ces groupes est précisément de les aider à supporter ces: 
découvertes sans en être découragés. D'ailleurs, les uns et les autres, par. 
l'expérience de leur profession, par les responsabilités qu'il y assument ont 
généralement une personnalité assez máre pour réagir positivement à de 
pareilles découvertes. 
Le but de cette formation est donc d'une part d'améliorer l'attitude de 
chacun et de lui permettre d'acquérir la force, la souplesse, la générosité, 
la maîtrise de soi, le prestige nécessaires pour jouer ce rôle éducatif envers 
les parents et les jeunes; mais, d'autre part aussi, elle tend à développer 
dans ces diverses professions, un état d'esprit, une compréhension, une 
volonté d'action semblables pour pouvoir exercer une influence commune. 
Dans ce cadre, les méthodes employées ne sont pas rigides. Elles com- 
prennent actuellement à la fois des groupes de discussion dynamiques, des 
| cercles d'études, quelques causeries et des exercices de direction de réu- 
nions. Bien que l'expérience de ces programmes soit actuellement satis- 
faisante, il est possible et même souhaitable qu'ils soient modifiés par des: 
essais nouveaux. L'Ecole des Parents a organisé au mois de juin 1962 une 
réunion internationale pour en discuter: 

Quoi qu'il en soit, ces groupes de formation sont aujourd'hui en déve- 
loppement. L'Ecole des Parents, pendant l'année scolaire 1960-1961 en a- 
organisé 22 soit sur sa propre initiative, soit sur celle d'institutions diverses, 
frangaises ou belges qui l'ont sollicitée. Ce nombre sera certainement 
dépassé en 1962. Ces expériences prennent donc dés à présent leur place 
dans l'évolution des méthodes nouvelles sur le plan de la pédagogie des 
adultes. 


6. Education des parents et éducation permanente des adultes 

On sait qu'aujourd'hui une notion s'est formée dans divers pays d'une 
permanence de l'éducation tout au long de l'existence des adultes. Des 
congrès se sont réunis pour en discuter. ; à 

Cette notion est principalement née en raison de l'évolution rapide des 
sciences et des-techniques qui impose à chacun une mise à jour de ses: 
connaissances et de ses apprentissages. Mais cette transformation des. 
techniques conduit à un changement rapide des conditions d'existence, à 
une multiplication des échanges, des déplacements, etc... La télévision, 
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par exemple, nous semble comporter une modification capitale des rela- 
tions de l'homme et de la famille avec les autres hommes dont ils ont la 
vue et l'audition directes, auxquels ils se sentent liés personnellement, 
aussi bien dans le cercle de leur pays que des civilisations les plus éloig- 
nées. Si l'homme aujourd'hui a donc besoin d'étre entretenu dans ses 
connaissances, il doit étre aussi sans cesse aidé dans son adaptation à des 
relations sociales nouvelles, et cela aussi bien entre générations, à l'inté- 
rieur de la famille, que, au dehors, dans la vie professionnelle et sociale. 

Nous croyons donc que l'éducation appelée parfois permanente ou 
populaire, qui suit la formation scolaire, éducation des adolescents, des 
jeunes adultes et des adultes vieillissants, est destinée à se développer au- 
delà d'une formation intellectuelle ou technique. Nous pensons aujourd'hui 
que les expériences actuelles de l'éducation des parents, qui suscitent en ce 
moment en France un trés vif intérêt, pourront croître progressivement et 
être à l'origine d'institutions éducatives beaucoup plus vastes: organisa- 
tion systématique de discussion, de causeries et de films dans les quartiers, 
les associations, les centres sociaux, etc... f 

L'Ecole des Parents, d'autre part, voit aujourd'hui dans la Télévision, 
en raison de son immense diffusion dans toutes les classes sociales d'un 
pays un des moyens essentiels à l'avenir de l'éducation populaire. Elle 
situe principalement ce róle dans les émissions dramatiques. Dans les 
civilisations antiques, le théâtre remplissait une fonction importante pour | 
la création d'un esprit public et pour l'éveil des sentiments sociaux. Au- 
jourd'hui, l'accroissement massif de la population, l'expansion dans toutes 
les classes d’une même culture, les relations de plus en plus étendues dans 
un cadre national et même international, semblent réclamer la création 
d’un théâtre populaire télévisé, pouvant avoir une influence massive, 
‘comme jamais on n'a pu en réaliser jusqu'ici. La Télévision Française à 
effectué en ce sens récemment plusieurs adaptations des grands chefs- 
d'oeuvre classiques qui semblent avoir eu du succès dans le grand public. ` 
Mais, pour obtenir un effet complet, il paraît nécessaire de créer un théà- 
tre moderne, mettant en scéne les situations, les problémes sociaux du 
jour. La Télévision devrait donc attirer à elle les auteurs dramatiques de 
talent. L'Ecole des Parents a exprimé ce point de vue dans sa revue 
‘depuis plusieurs années, et a déposé en ce sens, à titre d'expérience, 
divers projets de nouvelles filmées de court métrage, réalistes, dramati- 
‘ques ou humoristiques, évoquant les situations mettant notamment en 
scène les problèmes de la jeunesse et susceptibles de faire naître ainsi pat 
la réflexion, par la discussion, un lien plus étroit, une compréhension plus 
grande entre générations. De premières réalisations viennent d’être proje- 
tées ou sont en cours. 
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(Conclusion 

En conclusion, l'éducation des parents tend à se fonder sur des bases 
scientifiques que lui fournissent la psychologie et la sociologie, dont elle 
cherche à orienter les travaux vers l'étude de la famille considérée comme 
un groupe en évolution permanente, animé par un dynamisme propre que 
T'on découvre dans les inter-relations de ses membres et dans ses relations 
avec la société. 

Cependant, elle a conscience que sa fonction essentielle est une action 
éducative, que ces connaissances ne doivent pas émousser mais éclairer et 
stimuler. Cette action s'exerce sur la famille, à travers les parents, les 
jeunes et leurs éducateurs. Elle s’exerce par un enseignement, des publi- 
cations, mais aussi par des moyens d'aide individuelle et collective, par 
l'inspiration ou la coordination d'institutions sociales, et méme par l'inspi- 
ration d'oeuvres artistiques et culturelles. Action orientée vers l'acquisi- 
tion de la force et de l'autorité personnelles, du sens de la responsabilité, 
vers le développement d'un esprit de compréhension, de coopération et 
d'entr'aide entre générations, entre milieux sociaux et entre civilisations. 
La rapidité de l'évolution des sciences et techniques qui fournit sans cesse 
de nouveaux moyens d'action et de relations, qui bouleverse sans cesse les 
conditions d'existence, oriente aujourd'hui l'éducation moins vers Timi- 
tation du passé que vers la préparation et l'invention d'un avenir, et vers 
l'acquisition d'une faculté d'adaptation incessante. C'est peut-étre en 
effet en apprenant en méme temps aux peuples et aux jeunes à rompre 
avec les préoccupations, habituelles aux individus comme aux sociétés, de 
conserver et de défendre des positions et des avantages acquis, pour ima- 
giner et réaliser des relations de coopération et de perfectionnement nou- 
velles, que l'on peut travailler au rapprochement des générations et des 
civilisations. \ 


BIBLIOGRAPHIE 
(Articles classés par ordre de dates) 


LIVRES 


A. Isampert, L'Education des parents. Paris: Presses Universitaires de P 
H: H. Stern, Parent Education: am. International Survey. yo 
Institute for Education Hamburg 1960. (Traduction française: 
des Parents à travers le Monde. Paris: ‘Editions Bourrelier 1962). 


REVUES 


A. SUY “Le film et le comportement 
a n et Mme Favzz-BouroNieR, "La préparation au mariage 

arents, novembre 1953. j NUNT E 
Drs Cenac, FAVEZ-BOUTONIER et G. Mavco, “Les sentiments d anxiété, d'infériori 


té, de culpabilité et le caractère des parents”. L'Ecole des Parents, mars 954. 


des parents". L'Ecole des Parents, juillet 
», L'Ecole des 


188 A. ISAMBERT 


André et Fernande IsAMBERT, “L’influence de L'Ecole des Parents". L'Ecole des 


Parents, juillet 1954. 

A. ISAMBERT, “Buts et méthodes d'une éducation des parents". Bulletin de Liaison 
des Ecoles de Parents, mars 1956. 

A. ISAMBERT, “Méthodes éducatives et éducation”. L'Ecole des Parents, mars 1957, 

A. ISAMBERT, “L'éducation des parents par groupes restreints". Bulletin de Liaison 
des Ecoles de Parents, no. 7, octobre 1957. 

Drs Honore et Lanpry, “Les cercles de jeunes". L'Ecole des Parents, décembre 
1957. 

B. Honore, “A propos de la formation des éducateurs de parents". Bulletin de 
Liaison des Ecoles de Parents, no. 8, janvier 1958. 

Dr Sivapon, “L'évolution rapide des techniques et la séparation des générations", 
L'Ecole des Parents, février 1958. 

Dr REVAULT D’ALLONNES, “Consultations individuelles de parents". Bulletin de 
Liaison des Ecoles de Parents, juillet 1958. 

Bernard et Hélène Honore, "L'éducation des parents dans le service social". 
Bulletin de Liaison des Ecoles de Parents, no. 10, juillet 1958. 

K e “Le groupe familial, son unité et son évolution". Le Groupe Familial, 
avril 1959. 

M. Dznzssk, “Les professions et leur action éducative sur les parents". Le Groupe 
Familial, juillet 1959. 

Dr Honore, "La formation et le perfectionnement en vue de l'éducation des 

nts". Le Groupe Familial no. 4, juillet 1959. n 

Drs BERGE, Honore et REVAULT D'ALLONNES, "l'Ecole des Parents et son action 
auprès des assistantes sociales". Informations Sociales. no. 7, juillet 1959. 

Dr B. Honore, “Réflexions sur la relation entre l'éducateur et les parents”. Le 
Growpe Familial no. 7, avril 1960. 

A. ISAMBERT, “Le théâtre à la Television”. l'Ecole des Parents, mai 1960. E. 

Dr Honore et Mme Hauser, “Evolution des stages de psycho-pédagogie familiale". 
Le Groupe Familial no. 9, octobre 1960. 

O. CorINAUD, “La profession de l'éducatzur intervient-elle dans son attitude auprès 
des parents". Le Groupe Familial no. 11, avril 1961. a 

J. ORMEZZANO, “Action éducative menée auprès des jeunes par l'Ecole des Parents". 
Le Groupe Familial no. II, avril 1961. 

Dr DUBLINEAU — A. ISAMBERT — PHILIPPART, etc. . .., "L'avenir de l'éducation des 
parents”. Le Groupe Familial no 12, juillet 1961. 

A. ISAMBERT, "L'éducation des parents”. L'Ecole des Parents, novembre 1961. 

Dr BERGE, “Formes et qualités des relations familiales". L'Ecole des Parents no 4, 
janvier 1962. ? 

Dr A ne “Evolution des relations familiales”, L'Ecole des Parents, fevrier 


CURRENT TRENDS IN FRENCH PARENT EDUCATION 
by A. ISAMBERT, Paris 


Parent education is a recent social phenomenon which appeared towards the end 
of the nineteenth century in the United States and in the first half of the twentieth in 
Europe. It found notable expression in the Ecole des Parents et des Educateurs 
(School for Parents and Educators) which was founded in Paris in 1929. This 
foundation was a response to social changes in the structure and function of family 
life which had brought about a certain confusion among parents. It also responded 
to developments in psychology which tended to attribute to defects in parental care 
certain behavioural difficulties, somatic disturbances, school failure, delinquency 
and breakdown of family life. 


Today this preventive or therapeutic role of parent education has broadened. 
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Education can be regarded as an aid to the maturation of personality, ie. the 


acquisition of certain qualities characteristic of the adult status: personal inde- 
‘pendence, a sense of responsibility towards oneself and others, the wish to give sense 
to one’s life and to contribute to the life of others within the family and society. 
This maturing process which begins at birth does not stop when schooldays are over. 
As a consequence éducation must be envisaged as permanent and must therefore 
also continue into adult life. The education of children, young people and parents is 
a continuous social process. This point of view is all the more important as edu- 
cation no longer appears simply as the transmission of principles and skills but more 
as a personal relationship in which the educator’s maturity gives support to the 
progress of the learner. Qualities of maturity are needed in the parents for their task 


at various levels. It sponsors psychological research directed towards the family 
group. It arranges fortnightly radio programmes and publishes a monthly review 
L'Ecole des Parents which attempts to be a comprehensive expression of itsactivities. 
It provides individual consultation and a permanent reception centre. It organizes 
discussion groups at the centre, on housing estates, at the meetings of parents’ 
associations, in homes and in youth clubs. It also arranges television programmes, 
and presents film shows which are designed to arouse personal thought and dis- 
cussion on these problems. Finally, it provides opportunities for the training of 
personnel in which methods of group dynamics are used; such training is offered to 
all professions concerned with parent education, in particular social workers, 
teachers, physicians, psychologists, and others. 


GEGENWARTIGE TENDENZEN DER ELTERNERZIEHUNG 
IN FRANKREICH 


von A. ISAMBERT, Paris 


Das relativ neue soziale Phánomen der Elternerziehung, 
hunderts in den Vereinigten Staaten von Amerika und in der ersten Hälfte des 20: 
Jahrhunderts in Europa auftauchte, fand 1929 seinen ko 
Gründung der Ecole des Parents et des Educateurs (Schule für Eltern un 
in Paris. Sie entsprach einerseits einer gewissen i 
einer tiefgreifenden Veränderung der Struktur ua 
Familie erwachsen war, und andererseits Entwicklungen der Psychologie, 
gewisse von der Medizin entdeckte charakterliche oder körperliche Schäden, senm 
versagen, Jugendkriminalität oder Verfall des 
in der Erziehung zurückführte. 


Heute steht aber die vorbeugende oder heilende Rolle der Elternerziehung auf 


einer noch breiteren Basis. In gewisser Hinsicht bedeutet alle Erziehung und xd 
dung eine Hilfe für den reifenden Menschen, besondere Eig n des Erwaen- 
efühl sich selbst 


senen zu erwerben: persónliche Unabhängigkeit, Verantwortungsg d 
und anderen gegenüber, das Bestreben, seinem Leben einen Sinn zu geben, UNES A r 
die Mitwelt innerhalb und außerhalb der Familie zu leisten. Diese Reifung er 
Persónlichkeit, die mit der Geburt beginnt, ist nie abgeschlossen. Deshalb ist der 


Bildungsvorgang permanent und hört nicht mit der Schulzeit auf. Die Bildung des 
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Kindes, des Jugendlichen und der Eltern ist ein kontinuierlicher sozialer Prozeß, 
Dies umso mehr, als heute der Bildungsvorgang nicht mehr einfach als ein Ver- 
mitteln von Kenntnissen und Methoden erscheint, sondern als eine Persönliche 
Hilfestellung, bei der die mitmenschlichen Beziehungen zwischen Lehrer und 
Schüler von Bedeutung sind. Die psychologische Reife der Eltern ist deshalb wichtig 
für die Familienerziehung, und ebenso wichtig ist für Elternerziehung die Reife des 
Elternbildners, 


Resultate durch wöchentliche Rundfunkvorträge sowie durch Fernsehsendungen 
Verbreitung finden; zweitens veröffentlicht sie eine Monatsschrift L'Ecole des 
Parents, die bemüht ist, ein umfassendes Bild der Arbeit der Elternschule zu geben. 
Drittens gibt es eine offene Beratungsstelle mit regelmäßigen Privatkonsultationen j 
viertens finden Diskussionsabende in dem Haus der Elternschule sowie in verschie- 
denen Wohnsiedlungen, bei Elternvereinigungen, im privaten Kreis und in Jugend- 
häusern statt. Es gibt fünftens auch Filmveranstaltungen mit Diskussion, die das. 
Nachdenken und das Gespriich über diese Probleme anregen sollen, SchlieBlich gibt 
es auch Ausbildungsmóglichkeiten, bei denen Methoden der Gruppendynamik an- 
gewandt werden. Diese Kurse werden ganz besonders den Angehórigen von Berufen. 
angeboten, denen eine besondere erzieherische Aufgabe obliegt, wie z.B. Sozialfür- 
sorgerinnen, Lehrern, Arzten und Psychologen, 


EDUCATIONAL RESEARCH IN JAPAN 


by Ryojr Iro, Tokyo 


Before and during World War II educational research in Japan was. 
primarily limited to the accumulation of statistics by governmental agen- 
cies and to academic research in universities relating to educational con- 
tent and methods. Survey research was not widely used. After the war, 
the importance of research, particularly of survey research, was recog- 
nized by those who were concerned with education. The central and local 
education authorities found it necessary to consult objective information 
obtained by reliable surveys to provide for sound management of the 
educational system. Consequently, valuable information has been col- 
lected by several nation-wide surveys on education and survey findings. 
have been analyzed, interpreted and utilized by education authorities. 
Educational research in Japan has thus been elevated from a simple ac- 
cumulation of statistics or mere academic research to scientific survey 
"research which may be utilized in determining educational policies, in 
preparing new educational programs, and in making long-range edu- 
cational plans for the future. 


I. THE PRESENT STRUCTURE OF EDUCATIONAL RESEARCH 


Contemporary organizations for educational research may be classified. 
into six groups: 

(1) The research units in the Ministry of Education 

- (2) The National Institute for Educational Research 

(3) The research units in local education authorities 

(4) Local institutes for educational research M 
(5) Institutes for educational research in public and private universities. 
(6) Independent institutes for educational research ` 

Groups (1) through (4) belong to governmental agencies. 


4 L Agencies for Educational Research in the Ni ational and Local Governments: 


Y (1) Research divisions in the Mimistry of Education. The Japanese 
‘ Ministry of Education consists of six bureaus, one of which is the Research 
Bureau, The latter is divided into six sections, Research, Statistics, 
| Planning, International Cultural Relations, Japanese Language, and 
Religious Affairs. Among these six sections, the Research Section pro- 
vides the most active research services. The main functions of the Re- 
‘search Section are (i) to conduct, analyze, and interpret various sur- 
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'veys of education, (ii to prepare reports on survey findings, White 
Papers on education, and other publications in order to make objective 
information available to those who are concerned with education and 
to prepare English translations of some reports for the benefit of 
foreign educators, (iii) to undertake comparative education studies, 
and (iv) to collect educational publications from Japan and abroad 
to be made available to those who want to consult these publica- 
tions. The Research Section consists of thirty-six members at present, 
and the total annual budget for its activities amounted to v 118,369,000 
(approximately $328,800) for the fiscal year 1961-62, 

The chief function of the Statistics Section is to gather and analyze 
fundamental statistics on education. It consists of about forty members, 


‚and its annual budget amounted to x 36,787,000 (approximately $ 102,200 


for the same period. 

The Planning Section is the secretariat of the Central Advisory Council 
for Education. It is composed of fourteen members and its budget for 
1961-62 was ¥ 2,378,000 ($6,600). 

(2) The National Institute for Educational Research. This Institute is 
concerned particularly with research on educational content and methods. 
The Institute's budget for the fiscal year 1961-62 was ¥ 48,267,000 (ap- 
proximately $143,100). About seventy people are employed in the Insti- 
tute, which has two departments, i.e., the Research Department, and the 
External Service Department. The former is divided into three sections 
— Content of Education, Educational Methods, and Educational Systems. 
The last is divided into two sub-sections: Planning and External Re- 
lations. 

(8) Research Units in Local Education Authorities. Japan is divided 
into forty-six administrative units called prefectures. In each prefecture 
a board of education is set up as the authority which is responsible for 

educational administration. Every prefectural board of education has à 
section engaged in educational research. This section undertakes edu- 
cational surveys in cooperation with, or independently from, the Re- 
search Bureau of the Ministry of Education. They also prepare reports on 
survey findings which may be used for the determination or modification 
of local policies and administrative decisions relating to public education. 

In almost all of the larger municipalities with a population of Tone 
than 500,000, the municipal board of education has a research section in 

its secretariat. This section is concerned with research services similar 
to those undertaken by the research unit under the prefectural board of 
‚education. : 

(4) Local Institutes for Educational Research. In general, local insti- 
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` tutes for educational research carry out research based on surveys under- 
taken by research units in local education authorities. 


2. Operating Relationship between National and Local Research Units 

Legal basis. The Ministry of Education is responsible for maintaining 
and improving the educational level of the nation. It is empowered by 
law to require local education authorities to submit necessary reports 
and other information.) The Ministry is also empowered to give assistance 
and guidance to local authorities in improving their research services.?) 

In addition, the Statistics Law prescribes that local authorities and 
other organizations must submit to the national government a certain 
number of statistics which are designated in this law. 

Actual relationship. Close and friendly cooperation exists between the 
national and local research units, because most of the surveys sponsored 
by the Ministry of Education offer objective information which is of use 
and value to local education authorities as well as to the Ministry itself. 
Joint conferences are held several times a year, so as to ensure continuing 
whole-hearted cooperation between the national and local units. 


3. Research by Universities and Independent Research Institutes 


University professors of education are engaged in their own research, 


` and some of them take part in the planning of governmental surveys and 


the analysis of survey findings. The staff members of research institutes 
in universities evaluate and analyze the results of surveys undertaken by 
government agencies in the light of their own professional point of view. 
Of course, they also undertake their own studies but on a smaller scale, 
as their budget is rather limited. 


II, MAJOR RESEARCH PROJECTS: AN OVERVIEW 


This is an overview of the main research projects now in progress, with 
special reference to those undertaken by the Ministry of Education. The 
main surveys conducted by the national and local education authorities 
are: (1) a basic statistical survey of schools, (2) nation-wide surveys of 
educational administration and finance, (3) nation-wide surveys of scho- 
lastic achievement, (4) nation-wide surveys of the demand for, and supply 


sai), The Ministry of Education Establishment Law and the Law Concerning Organi- 

ation and Function of Local Educational Administration. b AER 

n à The Law ria et Organization and Function of ‘Local Educational Adminis: 
ation, 
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of, graduates from secondary schools and universities. Objectives and 
details of each survey are given below. 
1, Basic Statistical Survey of Schools 

This is a fundamental annual survey conducted for the purpose of 
gathering basic statistics of schools. The survey is designed by the Sta- } 
tistics Section of the Ministry of Education. 

Items to be surveyed include the number of schools and classes, both 
classified by size; number of teachers classified by position, and of 
students classified by grade; number of school graduates classified by 
type of career after graduation, etc. 


2. National Surveys of Educational Administration and Finance 


Tn close cooperation with local education authorities, the Ministry of 
Education annually conducts three nation-wide surveys of educational | 
administration, and finance, ie. (1) a survey of local educational ad- 
ministration, (2) a survey of local educational expenditure, and (3) a 
survey of personal expenditure for education. All of these surveys are 
designed by the Research Section of the Ministry of Education. 

(1) National survey of local educational administration. This survey has 
been conducted every year since 1953. The survey is intended to make 
available to the government agencies and the public objective information 
on the structure of local education authorities. Survey items include the 
number of members of local education boards analyzed by age, type of 
occupation, level of education completed, political affiliation, and amount 
of financial compensation; number of administrative, clerical and other | 
personnel analyzed by salary group; etc. i 

(2) National survey of local educational expenditure. This survey has bee! 
conducted every year since 1949, Its purposes are (i) to make available 
to the government agencies complete and reliable information concerning 
the financing of education, (ii) to secure basic financial data which may 
be used in the determination or modification of national and local policies 
and administrative decisions relating to the support of public education, 
and (iii) to provide complete data which may be employed as a basis for 
the development of standard costs of education. Data for educational 
expenditure are collected and arranged according to sources of income | 
and classification of expenses. Both expenses and income are reported : 
on the same sheets, expenses being distributed both according to detailed 
expenditure classifications and according to the sources of income for 
each expenditure classification.1) 


1) Major classifications of expenditures are: instruction, operation of plant, ` 
maintenance of plant, auxiliary services, fixed charges, and capital outlay. 
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The findings of the survey have been utilized as valuable data by 
government authorities in determining the amounts of specific national 
subsidies to be allocated to local authorities, in establishing new items of 
subsidies and calculating the amounts necessary for them, in estimating 


- the amounts of expenditure to be incurred to carry out long-range 


programs in education, etc. 

(3) National survey of personal expenditure for education. This survey 
has been undertaken every year since 1952. This is a sample survey of 
personal expenditures which has been incurred by parents for the edu- 
cation of their children enrolled in public elementary or secondary 
schools. The number of children surveyed has varied in different years. 
During the school year 1961-62, nearly five thousand children in eight 
prefectures took part in this survey. 

The survey is intended to report the average yearly amount of personal 
expenditure for public school pupils. It provides data useful in imple- 
menting the government’s policy of alleviating the financial burden of 
parents for their children’s education, and in improving student aid 
programs. 

In this survey, pupils or parents of pupils write down their expenses 
for education every day during the year in a notebook distributed by the 
Ministry of Education. Consequently the survey requires much effort and 
perseverance on the part of children or their parents. 


3. National Surveys of Scholastic Achievement 

Every year since 1956 the Ministry of Education has undertaken a 
nation-wide sample survey of scholastic achievement. The survey 1s 
administered to pupils in elementary and secondary schools, and the 
academic subjects tested have varied in different years. Japanese language 
and mathematics in the elementary schools and English in the upper 
secondary schools were the subjects tested in 1961. fi 

In addition for the first time in 1961, a complete survey was adminis- 
tered to all the pupils in the second and third years of public and private 
lower secondary schools. The subjects tested were Japanese language, 
social studies, mathematics, science, and English. t 

The surveys, both complete and sample, have the general aim of 
measuring pupils’ scholastic achievement at periodic intervals, asa basis 
for preparing fundamental data for the improvement of instruction and 
for the betterment of general educational conditions. 

The complete survey has the following additional purposes: p 

(1) the Ministry of Education and local education authorities 
should use the test results as a basis for formulation of educational 
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policies and programs concerning school curriculum; (2) individual 
Schools can use the test results as a basis for the improvement of 
instruction by comparing the attainments of the pupils of their own 
schools with national standards; (3) the Ministry of Education and local 
education authorities should use the test results as a basis for finding out 
the number of talented pupils who are kept by economic limitations 


from advancing to higher educational establishments, and for determining | 
the number of children who cannot keep pace with normal schooling | 


owing to their slow physical or mental development. 
In the above surveys, either complete or sample, the test scores are 


computed and tabulated by subject and by question, both at the local | 


and national levels. Pupils' individual backgrounds and the regional and 


educational conditions of the schools are reported by schools on a sepa- | 
rate form, from which education authorities can make an analysis of the | 
correlation between scholastic achievement and educational conditions. | 


4. National Surveys of Demand for, and Supply of, Graduates from Second- 
ary Schools and. Universities 


Between 1953 and 1960 the Ministry of Education conducted a series 


of surveys on the supply of, and demand for, graduates from secondary | 


schools and universities. These surveys were initiated with the aim of 


preparing basic data for the formulation of future educational plans to M 


keep pace with the economic development of this country. The principal 


objectives of the surveys were: (1) to study the present distribution of | 


employed persons, among the different fields of industry and in different 
occupations, classified by the level and type of education completed, (2) 
to estimate future demands for university and secondary school graduates 
in the light of the projected future expansion and development of the 
national economy, (3) to estimate the future supply of university and 


secondary school graduates, and (4) to forecast the relationship between. 
the demand for and the supply of university and secondary school gradu- | 


ates in future years. à 

The surveys consisted of two parts. The first survey, which started in 
1953, was intended to report the number of university graduates em- 
ployed, retired or deceased during the five years 1949-1953 and the 
number of employed university graduates by occupational position, and 
by major field of specialization in the university. Graduates from second“ 
ary schools were not covered in the first survey. 

The second survey, conducted during the years from 1958 through 
1960, was initiated with the aim of estimating the future demand for, and 
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supply of, university and secondary school graduates in the light of the 


, lation between progress in education an 


probable development of the national economy. 

The survey was designed (i) to study the total employed population by 
level and type of schooling and by occupational position, as of 1959, (ii) 
to estimate the demand for university and secondary school graduates 
during the ten-year period from 1961 to 1970, based on the long-range 
economic plan drafted by the national government, (iii) to estimate the 
future supply of university and secondary school graduates during the 
same period, and (iv) to forecast the relationship between the demand 
for and the supply of university and secondary school graduates during 
the same period. 


5. Other Surveys 

Among other surveys are the Social Education Survey and the Survey 
of Working Youth. The Social Education Survey was conducted by the 
Ministry of Education in 1955 and in 1960. The survey had the aim of 
getting detailed information concerning social education facilities, i.e. 
facilities for education of adults and young people out-of-school. Survey 
items included the number of social education personnel analyzed by 
type of position, by salary group, by level of education completed, and 
by length of working hours; number of social education facilities analyzed 
by quantity and quality of equipment; etc. 

The Survey of Working Youth was conducted by the National Institute 
for Educational Research between 1957 and 1960. This survey had the 
aim of obtaining reliable information on educational opportunities for 
working youth. Childrens' conceptions of the conditions of their daily life 
were also surveyed. í 

Finally, I must refer to a new research which the Ministry of Education 
has recently begun. The objective of this study is to analyze the corre- 
d the growth of the national 
economy in Japan. The research findings will be published as one of the 


Ministry’s White Papers this autumn. ; 
The study consists of (i) historical research, (ii) analysis of the present 


' Situation, and (iii) a forecast of future developments. 


In the historical research, the following items will be studied: (1) the 
Progress of economic growth in terms of the indices of industrial pro- 
duction and real wages of employees, (2) the changes ın occupational 
Structure of the population and (3) the development of education In 
terms of the expansion of school enrollment, the increase in educational 
expenditure, the changes in the contents of instruction in the school, and 


the changes in social origins of students in institutions of higher education. 
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The correlation between socio-economic growth and progress in edu- 
cation will be analyzed. Based on an analysis of the past and present 
situations, a long-range plan for education will be envisaged in the light 
of the probable socio-economic developments of the future. 


II. PUBLICATIONS 


. All the reports of research findings are published in Japanese. The Re- 

search Section of the Ministry of Education has translated some of its 
own publications into English, while other agencies have also issued a 
few publications in English. The following are the main titles of English 
reports of research findings issued by the Ministry of Education. 


1, Local Educational Expenditures in Japan. 1950-51, 1951-52. 

2. Local Educational Expenditures, 1952-53, and the Basic Statistics of 
Education, 1954-55. 

3. Local Educational Expenditures during Recent Five-Years 1949/50- 
1953/54. 

4. Mathematics Achievement Test in Japan: The 1956 Nation-Wide 
Survey. 

5. Science Achievement in Japan: The Report of the 1957 Nation-Wide 
Survey. 

6. Demand and Supply for University Graduates, Japan, 1958 (Revised 

in 1959). 

. Youth Education in a Changing Society, 1961. 

. National Surveys of Educational Expenditures, Japan, 1961. 

. National Surveys of Scholastic Achievement, Japan, 1961. 

Demand and Supply for Graduates from Secondary Schools and Uni- 

versities, Japan, 1961. 
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d PÁDAGOGISCHE FORSCHUNG IN JAPAN 
von Ryojı Iro, Tokio 


Wissenschaftliche Untersuchungen, vor allem statistischer Art, finden seit dem 
Zweiten Weltkrieg in pádagogischen Kreisen in Japan weitgehend Anerkennung. In 
erster Linie benützen staatliche und örtliche Schulbehörden das sich aus diesen 
Arbeiten ergebende Material als objektive Unterlage auf dem Gebiet der Bildungs- 
politik. Die Forschungsabteilung des Kultusministeriums hat in enger Zusammen- 
arbeit mit Forschungsstellen bei órtlichen Schulbehórden eine Reihe von Unter- 
suchungen auf Landesebene durchgeführt. Hierzu gehören unter anderem Erhebun- 
gen über die örtlichen Schulverwaltungen und -finanzen, über Schulleistungen bei 
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Volks- und hóheren Schülern sowie über Angebot und Nachfrage von Arbiturienten 
und Akademikern. 

Dem Kultusministerium istaucheine statistische Abteilung angeschlossen. Eine der 
Hauptaufgaben dieser Abteilung ist die Aufstellung einer jáhrlistichen statistischen 
Übersicht über das Schulwesen, sodaß laufend grundlegende Statistiken zur Hand 
sind. Institute für pädagogische Forschung, sowohl nationale als auch órtliche, 
unterstehen der Regierung und befassen sich in erster Linie mit Fragen der For- 
schung auf dem Gebiet des Lehrstoffes und der Methodik. Bei der Planung von 
Erhebungen und Auswertung ihrer Ergebnisse arbeiten zentrale und örtliche Schul- 
behórden mit Fachleuten an den Universitáten zusammen. 

Zur Zeit unternimmt das Kultusministerium eine neue Untersuchung über die 
Beziehung zwischen pädagogischer Entwicklung und wirtschaftlichem Fortschritt. 
Diese Studie wird sowohl einen historischen Rückblick als auch eine Prognose für 
die Weiterentwicklung geben. Ergebnisse sollen im Herbst 1962 erscheinen. 

Alle Forschungsberichte sind in japanischer Sprache veröffentlicht, wobei einige 
ins Englische übersetzt oder zum mindesten mit englischen Zusammenfassungen 
versehen sind. 


LA RECHERCHE PEDAGOGIQUE AU JAPON 
par Ryojı Iro, Tokio 


Au Japon, depuis la fin de la deuxième guerre mondiale, l'importance de la 
recherche pédagogique — en particulier la valeur des enquétes — est reconnue par 
tous ceux qui s'occupent de problémes pédagogiques. Les administrations centrales 
et locales surtout ont profité au maximum des résultats d'enquêtes comme source 
d'informations objectives, base nécessaire des décisions de politique pédagogique. 

La section de recherches du Ministére de l'Education a organisé de nombreuses 
enquétes nationales, en collaboration étroite avec des centres de recherche établis 
dans les administrations pédagogiques locales. On y trouve, entre autres, des en- 
quétes sur l'administration et le financement de l'éducation sur le plan local, des 
enquétes sur le rendement scolaire d’éléves dans les écoles primaires et secondaires, 
et des enquétes sur l'offre et la demande de cadres qualifiés au niveau du baccalau- 
réat et de la licence universitaire. n 

Une des táches principales de la section des statistiques auprés du Ministére a été 
une enquéte statistique annuelle pour disposer d'informations fondamentales sur les 
écoles. 

Les instituts nationaux et locaux de recherches pédagogiques, qui sont eux aussi 
Sous le contróle du gouvernement, s'occupent principalement de recherches sur les 
matiéres à enseigner et sur les méthodes didactiques. Ces centres sont aidés par des 
chercheurs universitaires qui collaborent avec eux dans l'organisation des enquétes 


et l'interprétation des résultats. ) i 
Le Ministére de l'Education vient de lancer un nouveau projet qui a pour but 
d'analyser les corrélations entre les progrés du systéme scolaire et le développement 
économique de la nation. Cette recherche comprend une étude de 1 évolution his 
torique ainsi qu'un pronostic. Les résultats de ces recherches seront publiés en 
automne. 

Tous ces travaux sont publiés en japonais, 
traduits en anglais. 


mais quelques-uns ont été résumés ot 


THE PHILOSOPHY OF EDUCATIONAL THEORY 
AND PRACTICE * 


by J. W. Nystrom, Beirut 


The problem of the relation of theory and practice is not a problem of theory 
alone; it is that, but it is also the most practical problem of life. For it is the question 
of how intelligence may inform action, and how action may bear the fruit of 
increased insight into meaning; a clear view of the values that are worthwhile and 
of the means by which they are to be made secure in experienced objects. 


John Dewey, The Quest for Certainty 


For most men, actions stand in no necessary connection with any theoretical 
convictions of theirs, but are, on the contrary, independent of the same, and are 
dominated by inherited and acquired motives. 


Cited in William Sumner, Folkways 


Philosophers of education are interested in the problem of the relation 
of theory and practice for several reasons. First, their professional careers 
are staked on the proposition that there is, in fact, a substantial intellectual 
content to the study of the educational enterprise. Contemporary criticism 
such as supplied in the writings of Abraham Flexner, Thorsten Veblen 
and Robert Hutchins have constrained educationalists to define and 
substantiate the claim that there is a legitimate area of inquiry known as 
educational theory that has relevance for schools and school programs; 
and that this area is a proper concern of educational philosophers. 

Second, the relation of theory and practice is a problem which is 
educationally interesting because without a clarification of thisissue many ` 
other questions remain unclear. In the study of theories of education, for 
example, how is it possible for proponents of opposing doctrines to agree 
upon specific school policies and programs? What logical or other con- 
siderations must obtain here? Or, to take another example, is it necessary 
or desirable for a teacher to apply tests of consistency between metaphy- 
sical (or theoretical) convictions and classroom behavior? Or, indeed on a 
larger scale do specific educational schemes presuppose national ideologies? 
The promise of at least partial solutions to such questions prompts some 
philosophers of education to probe the general issue of the relation of 
theory and practice. 

Third, educational philosophers find the theory-practice issue inter- 
esting on philosophical grounds alone. It is a problem as arresting as, if 


*) Adapted from an address read at the Fourth Annual Phi hy Symposium, 
American University of Beirut, May 10, 1961. oe Symp 
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not actually a part of, many classical philosophical relationships: of 
knowledge and action; of speculative and practical knowledge; of ends 
and means; of pure and practical reason. In significant ways it questions 
the role of philosophy itself. And what further makes it notable is the 
variety of ways in which its general boundaries have been laid out: for 
some writers the problem is strictly epistemological; for others it entails 
. metaphysical considerations; for others it is amenable to analytic 
philosophy ; and for others it is close to the heart of the philosophy of the 
empirical sciences. 


I 


One clear statement of the theory-practice relationship with special 
` reference to educational questions is given by Mortimer Adler who, in this 
` instance as in many others, follows an unmistakeable Aristotelian line. 
_All inquiry, says Adler, results in propositions which are either theore- 
à tical or practical and this distinction is a necessary one. Theoretical 
- propositions deal with the nature of things, with things as they really 
- exist. Descriptions and explanations of facts belong in the realm of 
theory. History and science, for example, are theoretical studies. They 
give objective reports of the phenomenal world. 

"e Now, propositions which assert what should be done are practical 
questions. Adler states that normative plans — plans which construct 
values or ascribe meanings to the objective world — are practical con- 
siderations. Education then, or even general philosophy for that matter, 

$ is a practical inquiry except when speaking of the history of education or 
! about the facts about philosophers. 
‘While all philosophical problems are normative, Adler insists that not 
all practical problems are philosophical. And he goes on to add that those 
=» Practical problems which are philosophical can be solved absolutely and 
‘universally because they concern ultimate ends (or with the first principles 
of education) which are the same for all men at all times, everywhere. He 
also claims that educational means, in general (namely the secondary 
Principles of education), are also everywhere the same for all men The 
, business of the philosophy of education is no more nor less than “to know 
these first and secondary principles in an absolute and universal manner". 
Adler rests his case on the assertion that philosophy does not exist without 
absolute and universal knowledge, a contention which may invite some 
debate. The relevance of this stand is that it underscores the proposition 
that the relation of educational theory to educational practice depends. 
3 finally upon philosophical orientation in general. y 
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Moving to those practical problems which are not philosophical Adler 
contends that in education, as in law and medicine, there are three lev 
of practical thinking and these levels are ordered in relation to their 
proximity to action. These are the levels of principle, policy and practice. 
On the level of principle, the problem concerns every case and the type off 
judgment involved is universal, i.e., it entails a statement of principle. On || 
the level of policy, the problem concerns a c/ass of cases and the type of 
judgment involved is general, i.e., it entails a statement of a rule. On the 
level of practice, the problem involved is this case, here and now, and the 
type of judgment is singular, i.e., it entails a decision. 

He is distinguishing here between the order of intention and the order of 
execution, When we think about a problem we begin with the level of princi- 
ple and in successive steps work down to decisions in this particular case. 
In the order of execution, however, we start with a choice of singular 
means here and now and through successive stages we work up to a leva 
of principle which was determined first in the order of intention. Thi 
would imply that ultimate ends are always present in the means, for th 
means are the ends in the process of being realized. Means in gendra 1 
(on the level of principle) are potentially involved in particularizeg 
means (on the level of policy) and, taking one further step, particula® 
ized means are potentially involved in the singular means (on the level of 
practice). 

Philosophy, then, concerns only those problems on the level of principle 
(policy and practice are not philosophic problems for Adler, because they 
are constituted of accidental and contingent factors). Philosophy i 
practical, but not altogether so, because although it treats those principle 
which guide action it cannot do so without experience. Law, medicine and 
education require philosophers to deal with problems of principle and also 
practitioners to deal with problems of policy and practice. : 

Reasonable men holding the same principles can differ Bien, M 
of policy, because policy is determined only partly by principles; it is'also 
affected by different perceptions of the contingent circumstances sur- 
rounding the policy determination. Disagreement is explained by Adler 
as a result of wrongly perceiving the contingent and accidental characte-_ 
tistics of each problem. About these matters only*probable knowledge is 
possible. To determine what is best in a variable situation we must have 
recourse to experimentation. It is for these reasons that Adler asserts that 

questions of practice and policy are not properly the concern of philoso- 
phy as an autonomous body of knowledge. Were it otherwise Adler argues 
philosophy would be subordifiated to science. 

The conception of the practical, then, drives us to the center of contro- 
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versy, namely, to the nature of philosophy. And this is further suggested in 
the distinctions posed in the development of modern pragmatism. 
# 


| 


D 


| Theoretical knowledge for Charles Sanders Peirce was bluntly, 
“knowledge of God's truth”. Action, practice, doing, served to validate 
theoretical propositions. Pragmatic method was but a means of verifi- 
ation, a procedure to make ideas about reality clear. It was not Peirce's 
intention to have pragmatism become a world-view as William James 
advocated. While James advanced the notion that ideas are best inter- 
preted in terms of their consequences Dewey, on the other hand, did not 
favor a view of pragmatic method which placed value and intellectual 
meaning on formulae whose content was already fixed. He felt a danger 
that pragmatic method would be employed to validate doctrines which he 
Aonsidered “pieces of rationalistic metaphysics’’. 

It seems that Dewey felt it was improper to identify the practical with 
ither the desirable facts defining the worth of a belief or with an attitude 
imposed by material objects. He associated the practical with a power and 
ction of ideas to effect changes in prior existences. The purpose of 
practical activity was not to establish the value of a fixed belief; it was to 
reat that belief as a working hypothesis. 

While Dewey held that his approach was primarily epistemological 
there would seem to be clear metaphysical implications, Means and ends, 
he claimed, are but different aspects of the same reality. But this reality 
s not absolute and universal, and we would be forced to conclude that 
In Adler's terms, i.e., that philosophy treats of absolute and universal 
hings, Dewey isno philosopher. But then, Adler is confronted here by the 
whole of modern empiricism. 
"Dewey's entire life work, one might say, was dedicated to the breakdown 
of classical dualism. Probably the fullest expression of that dedication 
s found in his Gifford Lectures, The Quest for Certainty. There he said 
that theoretical and practical activities are alike in intent and purpose. 


í ally achieved. And in 
scientific questions such as encountered in investigating the speed or 
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energy of a particle the means used in the determination radically influ- 
ence the character of the subject under investigation. f 

Dewey held that people who don't see things this way are restrained 
from doing so because they adhere to two major ideas. One is that 
knowledge is concerned with the disclosure of the characteristics of 
antecedent existences and essences. The other is that the properties of the 
values found therein provide and serve as the authoritative standards for [ 
life's conduct. If all truth-claims are to be provisional and hypothetical, 
then the relation of theory and practice for Dewey is tied up with the `" 
concept of hypothesis. Hypothesis, rather than principle, would be 
characteristically theoretical; and verification, rather than policy, would 
be characteristically practical. Theory and practice are linked as hypo- | 
thesis and verification. But here again the relation of theory and practice 
would appear to be a function of the role of philosophy itself. There is 4 
little need to comment upon the thoroughgoingness of Dewey’s con- ^ 
ception of ends and means except to say that one thing, among others, "M 
that endeared Dewey and his views to educationalists was his definition. ^ 
of philosophy. He called philosophy the general theory of education. 


DI 


i > $ 
Dewey relied heavily upon the notion of hypothesis-formation and — 
verification, namely, upon the idea of scientific method, and thus far, he | 
would gain the support of positivists. But a critic could show that scien- 
tific method as procedure is not without requirements which can be 
extended into theoretical realms, perhaps even metaphysical ones. For? 
example in the beginning, in the collection of relevant data, the laboratory 
scientist needs at his disposal a theory of what constitutes meaningful 
data. What criteria are employed to establish the reality of the data? D 
the data are organized along inductive lines, which theory of inference will 
be used? There are alternatives to the algebras of deduction as well. There 
are numerous check-points in hypothesis-formation which require 

decisions that may not come from immediate experience. 

For some, like Henry Margenau for instance, scientific constructs have, 
metaphysical as well as other requisites. He cites the requirements of 
logical stability, extensibility, causality, simplicity and elegance. Margenau 
claims that these terms are metaphysical, although not in a supernatural 
sense but rather in a methodological sense. They are metaphysical in that 
they do not spring from immediate experience. 

There are objections to this contention that scientists are meta- 
physicians whether they like it or not. Some writers, like the late Arthur 
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Pap, claim that to say that those very general beliefs which scientists 
hold in proceeding with the business of science are metaphysical is to add 
little to the analysis of scientific assertions and still less to ordinary ideas 
about psychology. Certainly it is agreeable to say that when general 
beliefs change, general behavior changes but that is not to say that 
general beliefs are metaphysical in a logical sense. Their meaning probably 
has to do with what motivates scientists to behave as they do. If, for 
example, scientists did not hold the general belief that the world is 
predictable, and that there are laws to explain observations and events, 
they surely would act differently than they do. But this is to say no more 
than when we say that lawyers cross-examine witnesses, the lawyers hold 
the general belief that cross-examinations produce convincing evidence in 
in a court of law. Nor that when they introduce square-roots, teachers 
presume that mathematical knowledge is possible and desirable. They 
simply take this for granted. 

Pap did say, however, ‘Nature happens to be so constituted that its 
course can be described by functional equations; and it is because 
scientists always found nature to be constituted that way that they came 
to develop the mathematical language of functionally connected variables 
-.. only a minimum of psychology should be necessary to see that these 
scientific habits are the product of ever repeated experiences of uni- 
formity". Thus one might suspect these uniformities as having meta- 
Physical qualities. The procedures of science then bear some relationship 
to the theory of Nature. Just what relationship, however, would appear 
to depend upon the philosophy of Nature under discussion. The theory 
may be taken for granted but can it not be ignored or contradicted? 


IV 


We do not advance much on the theory-practice problem merely by 
referring it to anterior philosophic systems, although this may help to 
identify what we are talking about. To establish philosophic categories for 
this purpose, Richard McKeon, after giving due allowance to difficulties 
of omission and overlap, sets up “pure” types and finds that all philo- 
Sophies participate in four fundamental questions, namely, method, 
principle, purpose and subject-matter. He finds further that major 
philosophers approach issues by one or a combination of four methods of 
analysis: logistical, dialectical, problematical, and operational. Here there 
is a four-by-four matrix by which one can determine the method of 
analysis in the columns and the fundamental questions in the rows. For 
example, the logistic analysis typified best by someone like Lucretius, 
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employs as method an analysis leading to atomistic simples; his principle 
is simplicity; his purpose precision and cogency; and his subject-matter, 
things. Dialectic analysis leans toward classical idealism and problematic 
analysis looks like pragmatism, although for the most part it would be 
more significant to use McKeon’s grid to identify the degree or extent 
to which all philosophers partake in the four approaches. Moreover, 
McKeon calls for a sort of metatheory which would take us beyond the 
point of stopping inquiry when we have reached the basic assumptions of 
a system. 

In McKeon’s terms theory and practice seem to be congruent to his two 
fundamental questions of principle and method. But we must hurry to 
admit that purpose and subject matter obviously make an important 
difference among philosophers also. Staying with only principle and method 
for a moment we note that principle for the logistic approach is simplicity 
and method is analysis into atomistic simples; for the dialectic approach 
the principle is comprehensiveness; the method is in one way or another 
dialectical; for the problematic approach the principle is reflexiveness and 
the method is problematic or following the rule of formulating problems 
in experience. The fourth mode is called operational and may have 
important consequences for the theory-practice relationship. According to 
McKeon, the purpose of operationalism lies in usefulness. Its subject- 
matter consists in actions. The principle is effectiveness and the method 
consists of translating into operations and judging by effect. 

Operationism, or reduction analysis, as doctrine, is easily misunder- 
stood as any theory of method would be. Yet it has a fairly precise 
meaning. Operationism in physics, for example, is a method to give 
meaning to various concepts in terms of the physical activities undertaken 
to define their identity and quantity. It defines objects and events in 
terms of their physical operations; it is an analysis of activities to allow 
laboratory procedure to continue. 

Gustav Bergmann claimed that operational definitions are simply those 
in which all the terms on the right-hand side of a definitional equation can 
be stated in terms of primitive concepts, concepts such as “blue”, “hard”, 
"above", and so forth. Thus when attempting to describe data the scientist 
may use operational definitions which might begin, “The texture of 
object X is ...” and then supply primitive concepts to complete the 
sentence. Operationism has several values. It helps avoid work-stoppage 
resulting from interminable metaphysical wrangle on questions of exis- 
tence. The language of operationism eschews laborious, long definitional 
chains, and it abbreviates much tedious analysis which could stand in the 
way of continued experimentation. 
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Critics of operationism have been equally outspoken when the sug- 
- gestion arises that perhaps guides to conduct can be elicited from oper- 
ationism. Taking things for granted, abbreviation, avoidance of the 
fundamental value questions, cannot be defended on grounds of practi- 
cality when operationism steps outside the laboratory. 


V 


The problem of theory and practice is only partially a problem of logic, 
but rather more a problem of the role of philosophy itself. It is, namely, a 
problem of what philosophy is designed to do and what it is designed not 
to do, i.e., its intent. For Adler, the task of philosophy is to treat absolute 
and universal things. Accident, contingency, local variables, the very 
- things which constitute a practical problem — which make it what it is — 
he rules out of philosophical consideration. 

For some writers whose metaphysical commitments are quite far from 
Adler's such as Herbert Feigl, who has recently made rare but welcomed 
appearances in the literature of educational philosophy, have said that 
"logical empiricism is essentially a methodology, its educational conse- 
quences can be derived only indirectly”. And Israel Scheffler’s efforts to 
apply analytic methods to education are ‘‘not intended to yield a practical 
program for the guidance of schools". 

Dewey aspired to reconstitute the relationship of theoretical and 
practical inquiry by casting all judgments in hypothetical terms. But 
even here decisions must be made as to what aspects of experience should 
enter into the judgment. Surely not all of experience. To select appropriate 
data implies relevancy, i.e., a guiding theory of relevance. And to judge: 
What is and what is not ultimately relevant does not, I think, spring from 
immediate experience. It may spring from collective experience, as Pap 
d held. Again, a central problem of the relationship of principle and method 

is one of handling contingent factors. The nature and function of con- 
e "tingency is a classical philosophical problem. i 

Writers like C. I. Lewis and Stewart Hampshire have forcibly made 
this point: we cannot expect to deduce practices from theory alone, and 
- that it is both psychologically impossible and logically indefensible to 
base decisions of policy on purely theoretical, rational principles. We 
seem, finally, to be faced with the problem of adjudicating among several 
theory-practice relationships. ; ) 

Inquiry into theory-construction developing as it were theories of 
theory seems promising. But the alternatives posed thus far leave us 
With the fundamental cluster of customary distinctions between ideals 
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and action, ends and means, and hierarchies of value. It seems like a 
problem worth working on, however, if for no other reason than to put to 
rest the eternal statement: “That may be alright in theory, but it won't 
work in practice". And this need is no less evident in education than in 
other fields of intellectual and practical endeavor. 
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THEORIE UND PRAXIS IN DER PÄDAGOGIK 
ALS PHILOSOPHISCHES PROBLEM 


von J. W. Nystrom, Beirut 


In der Pädagogik gehen Theorie und Praxis oft auseinander: so z.B. wenn ein 
Lehrer gewisse pádagogische Grundsätze vertritt, aber im Unterricht ganz anders 
handelt; oder wenn Verfechter gegensätzlicher Prinzipien in der Durchführung 
ihrer Programme schlieBlich doch das gleiche tun; oder auch wenn das Schulsystem 
eines Landes wenig Beziehung zu den Kulturvorstellungen seiner Bewohner hat. Das 
Problem, das mit diesen Beispielen angedeutet wird, ist sowohl von philosophischem 
als auch von pádagogischem Interesse. Die Philosophen sind sich nicht einig über 
die Funktion der Theorie in bezug auf die Praxis. So wird einerseits der Standpunkt 
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vertreten, daB Theorie objektive und allgemeingültige Wahrheiten zum Ausdruck 
> bringen soll. Demnach wäre eine Theorie umso wertvoller, je mehr sie von prak- 
tischen Handlungen abstrahiert. Andererseits heißt es, sie sei Mittel zum Zweck. 

“Hier gewinnt die Theorie den Charakter der wissenschaftlichen Hypothese, und 
ihre Beziehung zur Praxis ist so wie bei einem naturwissenschaftlichen Experiment 
im Laboratorium. Es gibt so viele Varianten über das Verháltnis zwischen Theorie 
und Praxis, wie es philosophische Positionen gibt. Die verschiedenen Auffassungen 
hierüber reflektieren allgemeine philosophische Stellungnahmen. Kürzlich hat man 
den Versuch unternommen, das logische Verhältnis von der Theorie zur Praxis 
D zu analysieren. Es ist jedoch zu befürchten, daß, so lange dieses Hauptproblem 
— nicht gelöst ist, man sich mit einer gewissen Verworrenheit in der Bildungstheorie 
€ und der Didaktik der Pädagogik abfinden muß, 


THEORIE ET PRATIQUE EN PEDAGOGIE, 
PROBLEME PHILOSOPHIQUE 


par J. W. Nystrom, Beyrouth 


En pédagogie, théorie et pratique sont souvent dissociées; il arrive par ex. qu'un 
“Maitre ait certains principes pédagogiques, mais qu'il ne s'y conforme pas dans son 
nseignement; ou bien que les champions de principes opposés se comportent 
finalement de la méme manière dans la réalisation de leurs programmes; ou que le 
Systéme scolaire d'un pays ait peu de rapport avec l'idéologie de ses habitants. Le 
probléme indiqué par ces exemples est d'un intérét aussi bien philosophique que 
P pédagogique. Les philosophes ne sont pas d'accord sur la fonction de la théorie 
— par rapport à la pratique. Selon un point de vue, la théorie doit exprimer des vérités 
Objectives et de valeur universelle. Dès lors une théorie aurait d'autant plus de 
Valeur qu'elle ferait plus abstraction des actes pratiques. D'un autre côté, on 
affirme qu'elle est un moyen ordonné à un but. La théorie revêt alors le caractère 
une hypothèse scientifique, et son rapport à la pratique est le même que dans 
Xpérience scientifique du laboratoire. Il y a autant de manières de concevoir 
les Tapports de la théorie et de la pratique qu'il y a de positions philosophiques. Les 
I diverses conceptions sur ce point reflétent les prises de position philosophiques 
Bénérales. On a essayé récemment d'analyser le rapport logique de la théorie à la 
"Pratique. Toutefois il est à craindre que, tant que ce probléme capital n'aura pas 
Été résolu, on doive s'accommoder d'une certaine confusion dans la théorie de la 
formation et dans la didactique de la pédagogie. 
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AN ART MUSEUM INTERPRETS 


The City Art Museum of St. Louis is an excellent example of an art museum in the 
American meaning of the term, and its activities include most varieties of art in- 
terpretation. "Art interpretation',asthe term is used here, may be defined as the 
assistance given the spectator to enable him to appreciate the beautiful things 
created in all parts of the world and at all times. The examples of art interpretation 
given here are selected from the City Art Museum's programme for the past year. 

Interpretation is merely one facet of a museum's work. The classic functions 
of an art museum are acquisition, exhibition, preservation and interpretation, 
Acquisition is important to interpretation because the objects acquired should 
intelligently supplement those already in the collection. Last year, for instance, the 
City Art Museum bought a Chinese export porcelain Crocus pot, blue and white glaze, 
ca. 1750-60 in order to round out its excellent collection of Chinese porcelains. Ig the 
same way a Roman glass cup of the first to the second century A.D. was given tothe 
Museum because its unusual technique would enhance the other examples of the 
varied techniques of Roman glass. Sometimes the purpose of an acquisition is to 
fill a gap; this was the case with the gifts of Wassily Kandinsky’s Gouache on Black, 
the first work by this artist in the Museum’s collection, and the Madonna and 
Child by Giovanni Battista Salvi (Sassoferato) (1609-1685), a fine example of the 
painting of the Roman School. An acquisition in the contemporary American field 
is the Golden Jubilee Screen by Clark B. Fitz-Gerald commissioned in honour of the 
City Art Museum's fiftieth anniversary. 

These objects become a part of the permanent display which is constantly 
being rearranged in order to show the collection off in the best possible way. An 
example of an especially good permanent exhibition in the City Art Museum is 
the Chinese Village, a collection of Chinese terracottas covering arange of a thousand 
years; instead of standing in rows on shelves, the objects are arranged on charac- 
teristic sandy soil to simulate a village scene. This theatrical form of presentation 
gives the objects an added vitality. Another outstanding display in the City Art 
Museum is the Morlaix Court with its five hundred year old carved staircase built 
into one end of the gallery. The rest of the gallery is furnished as if it were the 
courtyard served by the staircase with mediaeval tables, chairs, benches, tapestries, 
paintings and chandeliers. 

Temporary exhibitions are susceptible to striking forms of display and a show on 
Japanese Design Today consisted of many small objects, effectively mounted on 
simple wooden shelves, on areas of gravel or on sand. An exhibition on view for à 
limited time only should be considered as an extension or as a supplement to the 
permanent collection. Modern art lends itself especially happily to the temporary 
exhibition techniques, and shows in the City Art Museum this year have included 
exhibitions of contemporary and recent French and American sculpture and painting 
photography as a fine art, and modern Japanese prints. The art of earlier periods 
was represented by special displays of antique English coffee pots, chiaroscuro 
prints of the sixteenth to eighteenth century, French nineteenth century prints and 
Collector's Choice IV. s 

This last show is one of the most unusual exhibitions held in the City Art Museum. 
The objects on display are chosen by the director of the Museum, and they are the? 
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made available for purchase by local collectors. The art dealers co-operate by 
offering the objects to the Museum at a special figure; in this way the Museum 
receives a third of the sale price all in selling at the same price as the New York 
galleries. The Museum’s share covers the costs of the temporary exhibition and the 
objects sold greatly enrich St. Louis private collections. 

Obviously, unless adequate provision is made for the preservation of art objects, 
there will be nothing left upon which to base future art interpretation, and at the 
City Art Museum the entire collection is under the surveillance of the curator and 
his staff. During the past year, thirteen paintings received major restoration, 
amongst them works by Carracci, Dartolommeo di Giovanni, Toniers, Corot and 
Rosa Bonheur. Five drawings, watercolours and prints were given major restoration 
as well as six textiles. 

When acquisition, exhibition and preservation are first class, the task of inter- 
pretation becomes easier. Interpretation, as we have shown, begins with the choices 
made in acquisitions and in exhibitions. Interpretation, itself, viewed in as large 
à way as possible, becomes direct interpretation in the labels. Every object in 
the City Art Museum has a brief label, which gives the title of the work, the name of 
the artist, his dates, his country, the medium and the Museum's accession number, 
the number of the purchase and the last two numbers of the year as: 


‘Portrait of a Young Man’, oil, 1662 by 
Rembrandt van Rijn, Dutch 1606-1669. 90 : 50 


Tn addition to the identifying label, there is frequently a longer, generalized label 
covering a group of objects, as: 


CHINESE VILLAGE OF THE HAN DYNASTY 
(206 B.C. — 221 A.D.) 
Gift of the Heirs of 
Miss Berenice C, Ballard, 1950 


These pottery figures and house models were taken from 
the Chinese tombs where they were intended to serve 
the deceased in the spirit world. They are arranged 

to simulate a Chinese village, with its single street 
which is part of one of the greatest caravan routes on 
which the products of Chinese industry and agriculture 
flowed out to the rest of the world. A caravan has 
just entered the village, interrupting a celebration. 

It has passed around the ‘‘ghost screen” which keeps 
out evil spirits, who cannot go round corners. Leading 
the procession are equestrienne drummers who thump, 
out the news that the merchants have arrived. 


Interpretation also includes the Museum’s publications. The Handbook inus 
the most important objects in the collection although it is not a complete catalogue; 
the Bulletin, which includes scholarly articles on the collection, is published quarter- 
ly, and the Poster of Events, which gives the calendar of activities with brief notices 
about the temporary exhibitions and programmes, appeats monthly. In addition to 
these, the City Art Museum occasionally publishes catalogues of temporary exhi- 
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bitions such as Collector's Choice IV or The Galaxy of Treasures from St. Louis 
Collections. 

Information about the City Art Museum published in the daily press is a form of 
interpretation which reaches many more people than those who actually walk 
inside its doors, It is important for those members of the community who do not 
visit their museums to be aware of what is going on in them. The City Art Museum is 
fortunate in having excellent and informed art critics on both the St. Louis news- 
papers. Openings in the local art galleries are covered as well as Museum events and, 
as the public are informed about all the art activities in the community, they have a 
great deal of interest in art. In order to make its activities better known, the 
Museum also commissioned an eighteen minute sound and colour film called “An 
American Museum” which won international prizes and aroused considerable 
enthusiasm. 

Information is further disseminated by television. This is an excellent medium 
for displaying works of art, both because of its immediacy and its ability to present 
the three dimensional aspect of an object. For many years the Museum had a weekly 
fifteen minute programme on one of the most important local stations in the city. 
Radio is also used for a fifteen minute weekly programme and for spot announce- 
ments, which are presented each week on all the local stations. 

Art interpretation within the Museum takes many forms, the most usual being 
the lecture. Sometimes a lecturer speaks directly to his audience, but more often 
talks are illustrated by black and white slides, colour slides or a film. The most 
popular lectures are those on the history of art and of those, the most effective is the 
special lecture by a visiting expert aimed primarily at an adult audience. As well as 
lectures on the history of art, many museums present lectures on history or on the 
general contemporary cultural situation. 

The public is always extremely interested in lectures or demonstrations by the 
creative artist. These are the difficult type of programme to arrange, but certainly 
the most rewarding as far as museum users are concerned. The City Art Museum 
organized a number of these lectures last year; Eliot Elisofon showed and discussed 
the colour photographs he took in Africa, Richard Lippold talked about the modern 
sculptor's world, Siegfried Reinhardt showed how to design and create stained glass, 
and Charles Guggenheim demonstrated the making of a film. The City Art Museum 
also counts as art interpretation the music programmes it presents; these are either 
concerts, or a combination of concert and lecture on the history of music, Films are 
also shown and they are divided into two classes. The first takes in films about art or 
artists, and the second includes those films which may themselves be considered 
works of art. 

Special events such as lectures by visiting experts, demonstrations by creative 
artists, concerts, and films are presented in the City Art Museum’s auditorium 
which seats 480 people comfortably. The past year, the first full year of operation of 
the auditorium, has been a year of experimentation, but also one of outstanding 
success, and the museum staff feel they have at least begun to learn the possibilities 
inherent in the splendid new facility. An audience of over 24,000 people saw the 100 
events presented in the auditorium. 

Although the St. Louis City Art Museum has an extensive programme, there ae 
certain areas in which it does not operate, (usually because some other institution in 
the community is already filling the need). It does not, for instance, have a theatre; 
St. Louis is already well served by active university, repertory, and community 
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theatres. The Virginia Museum of Fine Arts in Richmond, however, an institution of 
a similar kind, does have a well-equipped model theatre. The Virginia Museum also 
has its Mobile Museum of Art, a travelling art gallery in a trailer, designed to take 
art to remote rural areas. 

The City Art Museum does not bave art classes; in St. Louis creative art is taught 
at the Washington University School of Fine Arts, an old and accredited institution. 
It does however have groups who sketch art objects, the aim being the close 
observation of masterpieces. The Toledo Museum of Art on the other hand has an 
outstanding programme of creative art classes with excellent teachers who work in 
numerous well-equipped studios, and it maintains a close liaison with the History of 
Art department at the University of Toledo. 

The City Art Museum interprets art in the galleries for both adults and children. 
As well as the special programmes in the auditorium there are gallery lectures on 
the temporary exhibitions, recent acquisitions and the permanent collection. Some 
are open to everyone, others are specifically planned for women's clubs, college 
classes or school groups, and talks to schoolchildren by the Museum staff are 
supplemented by classes with teachers provided by the St. Louis Board of Education. 
Apart from these organized activities adults are encouraged to come along indi- 
vidually to sketch or listen to lectures and children come to draw in the galleries, 
play museum games and listen to stories about objects from the collections; talking 
about the art object in front of him is one of the most effective ways to sharpen a 
child’s observation and appreciation. The museum games all require active partici- 
pation. In the Museum treasure hunts the children look for the original of the photo- 
graph mounted on a card, and another game, ‘A Space and Time Trip’ has drawings 
of ten or twelve related objects, such as hands or heads, mimeographed on blue 
Paper. Again, the child looks for the original art objects. 

A visitor to a museum appreciates its contents better when he is physically 
comfortable; this fact was fully appreciated by Torsten Althin, the director of 
the Tekniska Museet in Stockholm, who designed the exhibition space in the 
galleries to include comfortable seating. The City Art Museum has cushions for 
small children, stools for older children and for mobile adult groups, folding chairs in 
the galleries and extremely comfortable upholstered seats in the Auditorium. It 
hopes some day to have air-conditioning; the complete system of air-conditioning 
in the New York Museum of Modern Art helps preserve the collections and is 
greatly appreciated by the public. KORK PL | 

The City Art Museum includes the Richardson Memorial Library which is prima- 
rily for the use of the staff of the Museum, but the public is free to use the books, 
Periodicals, pamphlet files and photographs for reference purposes. The library is 
especially rich in literature on other museums, and is an invaluable aid to art 
interpretation. 

The prestige of the City Art Museum is dependent upon its successful performance 
of all the classic functions of an art museum; acquisition, exhibition, preservation 
and interpretation. The rich and varied programme it presented during the past 
year drew an enthusiastic response from over 324,000 people, a large proportion of 
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1) The Editors thank UNESCO for kindly supplying this communication as part 
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DIE GANZTAGSSCHULE IN DER CSSR 


Die Ganztagsschule erregt allgemein bei fortschrittlichen Pädagogen und Lehrern | 
großes Interesse, weil sie die Lösung einer Reihe von Problemen ermöglicht, die im 
Rahmen des bisherigen Schulbetriebes nicht zu lösen waren, nämlich die Verbindung 
von Schule und Leben, von Theorie und Praxis, und den Übergang von der Schule Dh 
in das bürgerliche Leben. Auch in der CSSR wird diesem Fragenkomplex, und zwar ; 
nicht nur in pädagogischen Kreisen, sondern auch in der breiten Öffentlichkeit; 
groBe Aufmerksamkeit geschenkt. j 

Bei der Erórterung der grundsátzlichen Frage, wie das wissenschaftliche un 
geistige Niveau unseres Volkes zu heben sei, kam man immer wieder auf das wich 
tigste Problem, das Schulwesen und seine Weiterentwicklung, vor allem auf sein 
neueste Form, die Ganztagsschule, zurück. Nur so war es möglich, in raschem | 
Tempo das weitverzweigte Netz der Schulhorte und Schulklubs aufzubauen, die zu 
einem organischen und untrennbaren Bestandteil der Schule geworden sind und 
deren Aufgabe es ist, die ganztägige erziehungs- und bildungsmäßige Betreuung d 
Schüler zu gewährleisten und damit den Übergang auf die nächste und höhe! 
Stufe, nämlich die eigentliche Ganztagsschule, vorzubereiten. 


Theorie der Ganztagsschule 
Verschiedene Pädagogen sind der Ansicht, daß die ganztägige Schülerbetreuung" 
nur eine vorübergehende, vor allem durch den Zeitmangel der Eltern bedingte 
Notmaßnahme ist. Wir aber sind der Meinung — und die bisherigen Erfahrungen 
bestätigen es —, daß diese Auffassung theoretisch nicht haltbar ist. Da es sich hier 
um eine grundlegende Frage handelt, wollen wir einige Punkte hervorheben, die es 
deutlich machen, daß die Ganztagsschule in ihrem Wesen weder eine charitative uni 
soziale, noch die letzte pädagogische Modeneuheit, eine Art , dernier cri” ist. 

Zu den philosophischen Überlegungen ist zu sagen: Die Erkenntnistheorie beton 
die Wichtigkeit der Einheit von Theorie und Praxis im ProzeB der gesellschaft- 
lichen Erkenntnis. Der bisherigen Halbtagsschule sind jedoch durch ihre Lehrp 
und auch durch ihre ganze Gestalt in der Realisierung dieser Grundforderung enge” 
Grenzen gesetzt. Daher bleibt oft das Wissen der Schüler im Theoretischen stecken. 
Die Praxis in der Schule wird, im Vergleich zu den Anforderungen der Gesellschaft 
als Ausgangspunkt, Mittel und Ziel der Erkenntnis viel zu sehr vernachlässigt, 
Diesen Anforderungen kann nur die Schule gerecht werden, die über die Zeit des 
Schülers während des ganzen Tages verfügt. i 

Eine bedeutende Rolle spielen auch psychologische Erwägungen. Die psycholo- 
gische Entwicklung des Schülers ist durch das Aneignen von Vorstellungen, Be 
griffen und Anschauungen bedingt, die durch die Sprache vermittelt und durch” 
persönliche Erfahrungen gewonnen werden. Dem Schüler, der im Unterricht und 
in der Schule überhaupt überwiegend solche Kenntnisse erwirbt, die sich nur auf die un 
durch die Sprache vermittelten Begriffe stiitzen, fehlen sehr oft die entsprechende 
Vorstellungen und persónlichen Erfahrungen; seine Kenntnisse sind nur formal 
Natur. Ein angemessener Teil der Praxis, der Anschauung, kann durch geeigne 
Abstimmen der auBerunterrichtlichen Beschäftigung unter maximaler Berücksich- 
tigung der Interessen und Neigungen der Schüler unter der Leitung qualifizierter" 
Lehrer sichergestellt werden. Wir weisen auch darauf hin, daß die Halbtagsschule 
überwiegend die Erziehung des Verstandes im Auge haben, diefreie und die gefü 
mäßige Seite der Persönlichkeitsentwicklung jedoch zurückbleibt, weil der Un 
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richt als solcher nicht genügend Móglichkeiten für eine adäquate Wirkung auf die 
ganze Persónlichkeit des Schülers bietet, wie das in einer Ganztagsschule der Fall ist. 

Von den pädagogischen Erwägungen wollen wir vor allem die Forderung nach 
einer ständigen Qualitätsverbesserung der Einheitlichkeit der Erziehungsfaktoren 
hervorheben. Die Lücken in der Wirkung der einzelnen Erziehungsfaktoren kón- 
nen wir praktisch vor allem durch eine durchdachte und planmaBige Tátigkeit 
der Schule ausfüllen. Diese soll die bestmógliche Ausnützung der Zeit des Schülers 
bei geeigneter Koordinierung der übrigen Erziehungsfaktoren gewährleisten. Auch 
die Realisierung des pádagogischen Grundsatzes der Verbindung von Schule und 
Leben wie auch der weiteren pädagogischen Grundsätze (der Aktivität, der An- 
schaulichkeit, der individuellen Behandlung usw.) setzt die Erweiterung der bis- 
herigen Móglichkeiten der Schule voraus, denn bei der Bildung, Vertiefung und 
Erweiterung der Kenntnisse, Fertigkeiten und Gewohnheiten geht es kaum 
noch ohne enge Beziehung und planmäBige Koordinierung von Unterricht und 
außerschulischer Betätigung. Die Ganztagsschule kann besser als die Halb- 
tagsschule die organische Verknüpfung des Unterrichts und der Erziehungs- 
und Bildungsarbeit in der Zeit außerhalb des Unterrichts zu einem einheitlichen 
Erziehungs- und Bildungsprozeß, wie auch die Schaffung eines arbeitsfähigen, allsei- 
tig entwickelten Schülerkollektivs gewährleisten und die Frage der Schularbeiten 
derart lösen, daß die Familie damit nicht belastet wird. 

Weiterhin sprechen für die Ganztagsschule Argumente der Hygiene. Die zielbe- 
wußte Leitung der außerschulischen Tätigkeit bietet die besten Voraussetzungen 
für eine optimale Verteilung der Anforderungen an den Schüler im Laufe des ganzen 
Tages sowie für einen geeigneten Wechsel zwischen Arbeit und Entspannung. Mit 
Rücksicht auf den physischen Zustand unserer Schüler (ein bedeutender Prozentsatz 
ist fettleibig) zeigt sich immer dringender die Notwendigkeit, regelmäßig und, soweit 
wie möglich, täglich Körpererziehung zu pflegen.* Diese Forderung kann in einer 
Halbtagsschule praktisch nicht erfüllt werden. Ein weiteres, bisher völlig ungelöstes 
Problem an den allgemeinbildenden Halbtagsschulen ist die Schwierigkeit, den 
Schülern ordentliche und gesunde Lebensgewohnheiten beizubringen. Ferner seien 
noch die gemeinsamen Mahlzeiten der Kinder zu erwühnen, wodurch eine Verbes- 
serung der Manieren ermóglicht wird, die Schüler zu gegenseitiger Hilfe und allge- 
meinen Dienstleistungen angehalten und nach modernen Grundsátzen ernährt 
werden. 


Die Ganztagsschule in der CSSR 

Das System einer Ganztagserziehung und -bildung inder Tschechoslowakei stützt 
sich auf das Schulgesetz vom 15. Dezember 1960. Hiernach wird die ganztägige 
Betreuung durch Schulhorte, Schulklubs,/Ganztags- und Heimschulen sichergestellt. 
Die zahlreichsten Einrichtungen sind bisher die Schulhorte und Schulklubs. „Ein 
Bestandteil der neunjährigen Grundschule ist der Schulhort für Schüler von der 1. 
bis zur 5. Klasse und der Schulklub für Schüler von der 6. bis zur 9, Klasse ... Für 
die Tatigkeit dieser Erziehungseinrichtungen ist der Direktor der Schule verant- 
wortlich. In den Schulhorten und in den Schulklubs werden die Schiiler auf Ersuchen 
der Eltern oder anderer gesetzlicher Vertreter aufgenommen" (§ 9, Absatz 3). Im 
Laufe der Zeit hat sich námlich eine altersbedingte Differenzierung dieser Einrich- 


*) vgl. FounEsrIER, Max, “Les expériences scolaires de Vanves”. Internationale 
Zeitschrift für Erziehungswissenschaft, Vol. VITI, no. 1 (1962), pp. 81 ff. 
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tungen als notwendig erwiesen. Weil sich die Anforderungen an die Erziehungs- und 
Bildungsarbeit mit Schülern der 6. bis 9. Klasse ziemlich stark von der Arbeit mit 
Kindern der 1. bis 5. Klasse unterscheiden, werden in der CSSR auch verschiedene 
Bezeichnungen für die entsprechenden Einrichtungen gebraucht. 

Der enorme Aufschwung der Schulhorte und Schulklubs in den letzten Jahren 
läßt sich am besten durch einige Zahlenangaben nachweisen. Im Schuljahr 1960/61 
gab es bereits 2.507 Schulhorte und Klubs mit 5.182 Abteilungen und 190.675 
Schülern gegenüber 1.851 Schulhorten mit 133.217 Schülern im Jahre 1952/53. 

Das verhültnismáBig hohe Niveau der Erziehungs- und Bildungsarbeit der 
Schulhorte und Schulklubs, wie auch die große Zahl der Schüler, die von diesen 
Einrichtungen Gebrauch machen, hat zur Folge, daß sich in der CSSR der Gedanke 
der Ganztagsschule weniger schnell entwickelt hat als in den Staaten, in denen es 
ühnliche Einrichtungen nur in geringer Zahl oder überhaupt nicht gab. Darüberhin- 
aus bietet eine Anzahl der Schulen mit Schulhorten und Klubs auch eine vielseitige 
auBerschulische Erziehung. 

Hierdurch sind die besten Voraussetzungen für eine Umwandlung der allgemein- 
bildenden Halbtagsschulen in Ganztagsschulen gegeben, denn die Lehrer haben in 
langjähriger Arbeit reiche Erfahrungen auf dem Gebiete der außerschulischen 
Erziehung und Bildung gesammelt. So wurden von 1960 an bei uns Ganztagsschulen 
eingerichtet, für die, nach den bisherigen Erfahrungen zu urteilen, bei den Eltern 
groBes Interesse besteht. Bei ihrem Aufbau gehen wir auBer von den schon ange- 
führten Erfahrungen auch von den Arbeitsergebnissen solcher Einrichtungen, vor 
allem in der UdSSR und der DDR, aus, wo unter ähnlichen Bedingungen wie bei 
uns gearbeitet wird. 

Gegenwartig gibt es in der CSSR fünf Ganztagsschulen und einige Heimschulen, 
die im Schulgesetz als höhere Schultypen bezeichnet werden. (Siehe Tabelle) „Die 
Ganztags- und Heimschulen dienen der Stärkung des Einflusses des Staates und der 
Gesellschaft auf die Erziehung der Jugend sowie der Hilfe für berufstätige Eltern. 
Sie sind Erziehungs- und Bildungsstátten hóheren Typs, die alle erforderlichen 
Bedingungen für eine allseitige Erziehung und Bildung der Jugend für die kommu- 
nistische Gesellschaft gewährleisten” ($ 21, Abs. 1). 


Überblick über fünf Ganztagsschulen (neunjührige Grundschulen) 


in der CSSR 
Ort der Schule Anzahl der Anzahl der Anzahl der Lehrer 
Klassen Schüler 
alle davon alle davon alle davon 
Ganztag Ganztag Ganztag 
Prag-Bfevnov 24 24 749 749 54 54 
Prag-Zizkov 24 14 763 425 52 38 
Prag-Zlichov 8 5 200 135 13 13 
Most 26 8 905 240 33 15 
+ 8 Erzieher + 8 Erzieher 
Chomutov 19 4 604 123. 30 16 


Insgesamt 101 55 3.221 1.672 182 136 
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In diesem Zusammenhang ist zu erwáhnen, daB nach Ansicht tschechoslowaki- 
scher Pádagogen die Entwicklung der neunjáhrigen Grundschulen in der Richtung 
der Ganztagsschule gehen wird. 


Zu einigen Fragen der Erziehungs- und Bildungsarbeit 


Die Erziehungs- und Bildungsarbeit in der außerunterrichtlichen Zeit und der 
Unterricht selbst bilden in den Einrichtungen mit ganztägiger Betreuung einen 
einheitlichen Erziehungs- und Bildungsproze8. Das mu8 bei der Planung und 
Durchführung der Arbeit mit den Schülern in Schulhorten, Klubs und Ganztags- 
Schulen berücksichtigt werden. Nur unter der Voraussetzung einer engen Verbin- 
dung der Arbeit auBerhalb der Klasse mit dem Unterricht kónnen alle Móglichkei- 
ten, die diese Einrichtungen bieten, ausgenützt werden, 

Die Qualität des Unterrichts ist eine sehr wichtige Grundlage der gesamten Arbeit 
der Schule. Im Unterricht muB der Schwerpunkt auf der Aneignung von Kenntnis- 
sen, der Übung von Fertigkeiten und Gewohnheiten der Schüler liegen. In den 
Schulen mit ganztägiger Betreuung hat es sich herausgestellt, daß die Nichteinhal- 
tung dieser Forderungen zu einer Überbelastung der Schüler durch schriftliche 
Aufgaben und rein gedächtnismäßiges Lernen führt und zu viel Zeit auf die Schul- 
arbeiten verwandt wird. 

Die Erziehungs- und Bildungsarbeit in der außerschulischen Zeit als organischer 
Bestandteil des einheitlichen und unteilbaren Erziehungs- und Bildungsprozesses 
muß in sich die einzelnen Faktoren der Erziehungs- und Bildungsarbeit in optimalen 
Proportionen einschließen, Es ist unerläßlich, daß die Lehrer auf die Interessen der 
Schüler eingehen und sie fördern. Man kann natürlich nicht alles auf den Interessen 
der Schüler aufbauen und sich ihnen sklavisch unterordnen. An verschiedenen 
Schulen mit ganztägiger Betreuung werden deshalb einige grundlegende Bescháfti- 
gungen vorgeschrieben. Aufer den Schularbeiten gehóren hierzu Freizeitbescháfti- 
gungen sowie Betátigung in Neigungs- und Interessengruppen. \ 

Die Vorbereitung auf den Unterricht dient dazu, die Eltern von der Pflicht zu 
befreien, ihre Kinder bei den Hausaufgaben zu beaufsichtigen. Gleichzeitig sollen die 
Schüler unter der Aufsicht von Lehrern selbstandiges Arbeiten lernen. Die bisheri- 
gen Erfahrungen haben gezeigt, daß eine gute Vorbereitung auf den Unterricht zu 
positiven Ergebnissen führt. Bei der Mehrzahl der Schüler ist eine Besserung der 
Leistungen festzustellen, und darüberhinaus kônnen sich die Eltern zu Hause voll 
und ganz ihren Kindern widmen, ohne durch die Schularbeiten belastet zu sein. Bei 
der Beaufsichtigung durch die Lehrer hat sich eine rein fachliche am besten bewährt‘ 
d.h. jeder Lehrer beaufsichtigt die Vorbereitung auf das von ihm in der jeweiligen 
Klasse unterrichtete Fach. Auf diese Weise kann er unmittelbar feststellen, ob die 
von ihm gestellten Aufgaben móglicherweise zu schwer oder zu umfangreich sind; 
er kann den Schwierigkeitsgrad des Stoffes für die einzelnen Schüler besser fest- 
Stellen, ihnen gegebenenfalls individuelle Aufgaben geben und SchluBfolgerungen 
für seinen Unterricht ziehen. Diese Form der Aufsicht stellt jedoch an den Stunden- 
Plan sehr groBe Anforderungen, und deshalb wird sie an einigen Schulen nicht 
durchgeführt. Aufsicht hat hier irgendein Lehrer, ohne Rücksicht auf die Fácher, 
die er unterrichtet. In diesem Falle ist eine enge Zusammenarbeit der Lehrer unter- 
einander erforderlich, damit sie ihre Erkenntnisse und Beobachtungen laufend 
austauschen kónnen. Die Arbeit in den Vorbereitungsstunden muß vor allem den 
Grundsatz der Selbständigkeit und der Initiative der Schüler berücksichtigen. 2d 
Sie nur mehr oder weniger eine Wiederholung des Unterrichts, d.h. wird der Sto: 


218 COMMUNICATIONS — BERICHTE — COMMUNICATIONS 


-erneut (eventuell verkürzt) durchgenommen, dann sinkt das Interesse der Schüler 
in den Schulstunden, denn sie wissen, daB in der Vorbereitungsstunde alles noch 
-einmal durchgenommen wird. Diese Erfahrung wurde in der CSSR und in der 
UdSSR gemacht. Eine wichtige Frage ist auch die wóchentliche Stundenzahl, die 
fiir diese Schularbeiten vorgesehen werden soll. Nach den bisherigen Erfahrungen . 
‘stimmen die Lehrer in der Ansicht überein, daß die maximale Zeit hierfür in den 
Klassen 1 bis 5 nicht mehr als drei und in den Klassen 6 bis 9 nicht mehr als sechs 
Schulstunden zu 45 Minuten betragen sollte. 

Die Fveizeitbetütigung ist in den Ganztagsschulen im täglichen Stundenplan 
vorgesehen. Es hat sich jedoch bereits eingespielt, daß außer dieser täglichen Frei- 
zeit noch ein ganzer Nachmittag lediglich der Entspannung je nach Neigung und 
Interesse dient. Es werden Ausflüge und Besichtigungen unternommen, Sport, 
Wanderungen, Spiele im Freien usw. gepflegt. Die Teilnahme ist für alle Schüler 
-obligatorisch. 

Ihre Neigungs- und Interessengruppen kónnen die Schüler frei wählen, jedoch 
"wird gewöhnlich von dem Grundsatz ausgegangen, daß jeder Schüler nicht mehr als 
zwei Gruppen, die wóchentlich zusammenkommen, beitreten darf. Es gibt die ver- 
-schiedenartigsten Gruppen für die einzelnen Altersstufen. An der neunjährigen 
Grundschule in Chomutov gibt es zum Beispiel eine Biologie-, Gesang-, Handarbeit-, 
Tischtennis-, Turn-, Fußball-, Gymnastik- sowie auch eine Rundfunk- und Rezita- 
tionsgemeinschaft. Für die 6. bis 9. Klasse gibt es in dieser Schule eine noch reichere 
Auswahl: Gruppen für Biologie, Tierzucht, Gesang, Tischtennis, Fußball, Hockey, 
Kunst, Photographie, Gymnastik, Rundfunk, Rezitation, Ballspiele, Touristik, 
Schlosserei, Tischlerei, Flugzeugmodellbau, Elektrotechnik, SchieBen und Buch- 
binderkunst. Jeder Schüler hat also die Méglichkeit, sich nach seinen individuellen 
Interessen zu entscheiden. 

Neben diesen Neigungsbetätigungen hat es sich aber als notwendig erwiesen, eine 
Form zu finden, die die Selbstándigkeit und Initiative der Schüler anregt. An der 64. 
neunjührigen Ganztagsgrundschule in Prag konnten die Lehrer feststellen, daß bei 
einer systematischen Führung die Selbständigkeit der Schüler nachläßt. Deshalb 
wurde zweimal wöchentlich eine freie Beschäftigung eingeführt, wobei die Schüler 
sowohl den Platz als auch die Art der Tatigkeit selbst wühlen kónnen. An der 22. 
neunjährigen Grundschule in Prag sind an diesen Tagen die Klubráume, Lesesäle, 
Turnhallen und Facharbeitsstätten für alle Schüler geöffnet. Es ist bezeichnend, 
daB die Schüler es vorerst nicht verstanden, diese Freiheit zu nutzen, und den 
Lehrern fällt hier eine wichtige Rolle in der Entfaltung der Fähigkeit der Schüler zu, 
„sich rasch zu entscheiden und in Übereinstimmung mit ihren Interessen die freie 
Zeit zu verwerten". Wir denken, daB eine derartige Beschäftigung gerade an den 
Ganztagsschulen, und auch an den übrigen Unterrichtsstátten dieser Art, unent- 
behrlich ist, denn sie erzieht Menschen, die man nicht immer ,,an der Hand führen 
muß”. Außer dieser Freizeit für den ganzen Nachmittag muB den Schülern die 
Möglichkeit gegeben werden, jeden Tag eine gewisse Zeit ihren individuellen Interes- 
sen zu widmen. 

Erwähnung verdient noch die Personalfrage an den Ganztagsschulen. Gegenwär- 
tig werden verschiedene Möglichkeiten erprobt, deren Eignung man erst nach einer 
gewissen Zeit wird beurteilen können. Schon heute aber können wir einige Schluß- 
folgerungen ziehen und Voraussagen machen. An einigen Schulen wird die Erzie- 
hungs- und Bildungsarbeit von Lehrern geleistet, die ihre Lehrverpflichtung teils IM 
Unterricht, teils in der außerunterrichtlichen Zeit erfüllen. Es wird auch versucht, 


| 


| 
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außer den Lehrern Erzieher, Fachkräfte (zum Beispiel bei der Arbeit in den Werk- 
stätten und auf dem Felde) und freiwillige Mitarbeiter, vor allem aus den Reihen 
der Eltern, heranzuziehen. Durch die Heranziehung von (bezahlten) Fachkräften 
nähert sich die Schule dem Leben und der Betriebsarbeit. Mit Betrieben kommen die 
Schüler auch durch Besichtigungen und durch die Benutzung der oft reich dotierten 
Betriebsklubs in Verbindung. Die Hinzuziehung der Eltern zur Leitung von Nei- 
gungsgruppen oder Abteilungen der Pionierorganisationen bedeutet eine Stärkung 
des elterlichen Einflusses auf die Erziehung und trägt dazu bei, die Isolierung der 
Schule zu überwinden. Alle Mitarbeiter können so gemeinsam das hohe Niveau der 
Erziehungs- und Bildungsarbeit, die Verbindung von Schule und Leben und die 
Vorbereitung der Schüler auf das Berufsleben sicherstellen. 


Aussichten der Ganztagsschule in der CSSR 

Die weitere Entwicklung der Ganztagsschule wirft unserer Meinung nach eine 
Reihe vordringlicher Fragen auf, deren Lösung zu einer wesentlichen Verbesserung 
des Niveaus der Schulen auch in der außerunterrichtlichen Arbeit führen und damit 
zur Schaffung der Schule in der kommunistischen Gesellschaft beitragen soll. 
Führen wir einige dieser Aufgaben an: 

1. - Eine der wichtigsten Voraussetzungen für den Aufschwung der Erziehungs- 
und Bildungsarbeit außerhalb des Unterrichts auf das Niveau eines vollwertigen 
Teils des Erziehungs- und Bildungsprozesses ist eine engere Verbindung von Unter- 
richt und Freizeitbeschäftigung bei voller Respektierung der geistigen Arbeit und 
unter Berücksichtigung der Schülerinteressen unter der Bedingung, daß die Schüler 
nicht überlastet werden. Das allerdings setzt eine stufenmäßige Ausarbeitung von 
Mindestlehrplänen für die außerschulische Erziehungs- und Bildungsarbeit voraus. 
Diese Lehrpläne sollen das Mindestmaß der Pflichtleistungen von Lehrern und 
Schülern festlegen unter Berücksichtigung der Bedingungen einer Durchschnitts- 
schule. Darüberhinaus ist es erforderlich, eine fakultative Planung vorzuberei- 
ten, die besonders günstigen Bedingungen an manchen Schulen Rechnung trägt. 

2. - Weiter sind Erforschung und auch praktische Versuche zur Ausarbeitung von 
Organisationsformen und Methoden erforderlich, die die Erziehung der Schüler zu 
Selbstándigkeit und aktiver Betätigung gewährleisten. Die Freiheit des Schülers muß 
zu einem Begriff werden, der im Laufe der Entwicklung der Ganztagsschule mit 
‚einem immer reicheren Inhalt erfüllt werden wird. Voraussetzung hierfür ist, soweit 
es die Organisation betrifft, vor allem eine Änderung der bisherigen juristischen Vor- 
schriften, die dem Lehrer vor dem Gesetz ein größeres Maß an Verantwortlichkeit 
für das Kind auferlegten als den Eltern. Wichtiger und wesentlicher ist selbstver- 
Ständlich die Ausarbeitung der Erziehungs- und BildungsmaBnahmen mit dem Ziel, 
die Freiheit des Schülers im Rahmen der Erziehungs- und Bildungsarbeit in der 
auBerunterrichtlichen Zeit ständig zu vergróBern. 

3. - Die weitere Entwicklung der Ganztagsschule muß mit dem steten Suchen 
nach Vervollkommnung der jetzigen Formen, die wir als grundlegend n 
können, eng verbunden sein. Wir denken dabei vor allem an die Verwirklichung un: 
Vertiefung der Verbindung von Schule und Leben durch engste Beziehungen m den 
Betrieben, den Organen der Staatsverwaltung, den ganzstaatlichen Organisatio- 
nen, wie z.B. dem Tschechoslowakischen Jugendverband oder dem Tschechoslowa- 
kischen Gewerkschaftsbund, u.ä. In diesem Zusammenhang steht die Schaffung 
engster Verbindungen mit der Familie im Vordergrund. Die Eltern in immer 
größerem Maße für die Arbeit in der Schule (als Leiter der einzelnen Neigungsgrup- 
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pen, als Abteilungs- und Gruppenleiter der Pionierorganisation, als Aufsicht beim 
Mittagessen, bei der Erholung der Kinder usw.) zu gewinnen, wird Pflicht nicht nur 
der Lehrer, sondern auch der Offentlichkeit sein. Diese Aufgabe wird nach und 
nach parallel mit der Herabsetzung der Arbeitszeit aller Werktatigen in der ČSSR 
erfüllt werden können. Auf dieser Grundlage erreichen wir vor allem eine weitere, 
engere Verbindung der Interessen der einzelnen Familien und der Gesellschaft, 
tragen wir einerseits zur Verbesserung der Erziehung in der Familie bei (die Eltern 
machen sich mit den wesentlichsten Anforderungen der pädagogischen Theorie und 
Praxis vertraut, was sich bestimmt auf das Niveau der Familienerziehung auswirken 
wird), und andererseits öffnet sich die Schule dem unmittelbaren Leben gerade auf 
dem Wege über die Eltern. 

4. — Auch in den kommenden Jahren werden Schulhorte und Klubs als Form der 
Ganztagserziehung eine groBe Rolle spielen. Wir werden zunächst ihre Entwicklung 
weiterfórdern, denn in vielen Fallen ist es ókonomischer, die materiellen Quellen und 
pädagogischen Kräfte vorhandener Schulhorte und Klubs auszunutzen, als eine: 
Ganztags- oder Tagesheimschule einzurichten. Deshalb liegt uns auch künftig 
nicht nur an einer zahlenmäßigen Erweiterung dieser Einrichtigungen, sondern auch 
einer qualitativen Entwicklung der Arbeit selbst. Die bisherigen Erfahrungen 
haben gezeigt, daß dieser Weg in einer wirtschaftlich hochentwickelten Gesellschaft 
voll berechtigt ist und die Erziehung für die Arbeit in einer neuen, allseitig sich ent- 
wickelnden Gesellschaft ermöglicht. 

Ruporr OPATA, Prag, 


SOME QUESTIONS ON THE 
IN-SERVICE TRAINING OF TEACHERS 


The expression ‘teacher in-service training’ can be somewhat better understood 
by those whose mother tongue is not English when we turn the words round by 
saying: it is the training of teachers who are in service, that is: who do the work of a 
a teacher already. It is consequently a kind of supplementary, additional training. 
It must be given mostly in the teacher's spare time or in time made free for him by 
the school authorities. It is often given in specific schools or centres. In such cases. 
only those who live within travelling distance can profit from it, unless the courses: 
are held during holidays. 

Here we meet already the first practical problem: it is all very well to offer 
further training to the teacher but when will it be done? who has the energy for it. 
after a busy day or week in the classroom? who will pay for it? or is the teacher 
himself expected to pay his own travelling expenses and, in addition, a fee? and if 
the course takes place during school hours who will take his place, ina world where 4 
shortage of teachers prevails? These questions become even more troublesome when 
we think in terms of countries whose educational system is not yet fully developed 
and whose population is sparse, concentrated in only a small number of larger 
towns. We have even to consider the means of transport and generally the geo- 
graphical character of a country (islands, mountains, jungle, great numbers of lakes 
and rivers, etc.). 

It might be concluded that the ideal medium for giving teachers this additional 
training would be radio and television. However, this would be feasible only under 
exceptional conditions, as the audience in this case would be too small to justi 
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such a course. The consequence is that these mass media usually serve two purposes 
ata time: they teach a model lesson to the pupil and they show the teacher what 
might be done, i.e. what could be done if he had the same equipment, a small 
number of pupils, a well-disciplined and co-operative class, etc. Something can be 
derived from this kind of indirect in-service training but as classroom situations are 
too different from studio conditions, as no direct guidance, no follow up, etc. can be 
given, the possibilities of radio and television are very limited in this respect. They 
are better for direct teaching when pupils are in hospital, in remote places, or 
migrant, e.g. children living on barges. 

In all the newly started or radically reorganized educational systems we meet 
with the same difficulty: the lack of sufficiently trained teachers. In all countries of 
this description we find emergency teacher training courses and colleges. The same 
applies to the countries with a vast or sudden rise in the population curve. Conse- 
quently, we find provisions made for the increase of the number of teachers in 
countries of the most widely differing historical development. Lowering standards 
for entrance, the total level of the training, and requirements for the teaching 
certificate are the inevitable consequences of a fast (Holland) or unexpected (Israel) 
increase in the population. 

All these circumstances call for the development of supplementary courses. The 
shorter the way to the teaching profession the more it is evident that such courses are 
needed, Yet, if we think of most European countries with the predominant attention 
given to the academic training of teachers for secondary schools, it becomes desirable 
also to develop supplementary courses in the choice and preparation of subject 
matter, in teaching methods, in the psychology of the pupil, of the classroom, the 
school or institution, etc. Or we may think of the United States where in teacher 
training the stress often is so strongly on the educational side that the academic 
knowledge of the teacher turns out rather weak. 

In both cases the training may have been long and difficult and yet hardly 
appropriate to the work of the teacher. This leads to another prerequisite question 
in the matter of teacher in-service training: at what level and towards what ob- 
jectives should courses be directed? There must be different levels and different 
goals according to the requirements of the system. and the circumstances. However, 

ined. This level must be the general aim in 
teacher training. It must be of such a kind that the student — now qualified as a 
teacher — has been sufficiently prepared to carry on independently or with Met 
little personal guidance. At present we find a good example of this idea in the United 
States in the endeavour to reorganize the teaching of science. The vast majority of 


high-school teachers in America have a degree or other training in education with 


the result that only a relatively small proportion of their time as students has been 
sequently teach. This has two marked 


spent in the study of the science they will su eg E 
disadvantages: teachers so trained are insufficiently informed to teach their subjec 


much beyond the school-book level, but even worse is the fact that they will not 
lize and appreciate the particular 


have studied sufficient science themselves to real 2 i 
value of a training in the natural sciences either for themselves or for their pupils. 
The in-service training will present a difficult task in this case. So when we said 
that teacher training should aim at a level where the teacher can carry on with very 
little or no personal guidance, this was à most practical statement. We cannot, 
however, be sure that this aim is sufficiently borne in mind in the organization of 
teacher training and the setting up of its primary aims. Yet this basis for continued 
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‚studies and continued self-improvement may be considered a necessary prerequisite 
for any efficient educational system. For new methods and new aims will arise 
continuously and no community can maintain or improve its position if the teacher 
is marking time. In order to enable the teacher, then, to benefit from in-service 
training, his initial training ought to have taught him to advance independently. 

But we have also to ask ourselves whether it is fair to speak about the teacher's 
duties without taking into consideration what daily burden of duties the school and 
the community year by year already place upon him. Tuition by correspondence, 
the study of articles and books, they all presuppose the same conditions: starting 
level, self-reliance, time. 

The writing of good textbooks is an art and the number of poor or even bad 
textbooks vastly exceeds the number of good ones. But to write for in-service 
training is even more discouraging as the purpose of the book is entirely practical. 

Yet there are many books which contribute to a teacher's further formation, if they 
are read in the right way, i.e. in terms of their fundamental or more direct practical 
implications. It is for this as well as for other reasons important that the reader has 
an opportunity to discuss the book with colleagues if he cannot go to a regular 
course. It is of even greater importance for him to obtain permission from his school 
to do some cautious experimenting in order to find out what certain suggestions 
amount to; or, at any rate, to find out what his own difficulties are when he follows 
the best available advice in written form. 

But one thing nobody can be spared: the necessity of going into the water if he 
wants to swim. This means two things: the teacher has to try out what he under- 
stands to be the right thing to do — and he must think for himself. He cannot merely 
copy and imitate what has been taught to him in courses. This also applies to the 
necessity of thinking afresh about subject matter. And the real success of an in- 
service course is — in this respect — in making the teacher think for himself and 
experiment. The capacity for concentrated study may diminish with many 4 
student once he has become a teacher, and refresher courses or summer schools 
should revive this ability. 

Again we see how much the shape of mind and the working conditions of the 
teacher affect the efficiency of any further in-service training. Of the working 
conditions we have spoken so far only in a very general way, saying that they should 
leave the teacher fit to study in his spare time. 

This means, putting it in practical terms, that the number of teaching periods and 
the number of pupils must be limited. The pupils' eagerness to learn, their self- 
discipline meeting the classroom disciplinarian if possible more than half-way are 
equally prerequisite. The amount of subject matter and the pressure from exami- 
nation syllabuses also must not be such as to put pupil and teacher under a constant 
strain. 

We may, I think, say that in-service training mainly takes four forms nowadays: 
refresher courses, summer courses, training centres organizing activities in the spate 
time of teachers during term, day schools for this purpose either in the form of 
holiday courses or as special institutions for teachers who have been given time 0) 
to attend the courses during term. 

They all have two things in common: they take an intermediary position betw 
practice and theory but they live and die by the feedback from the practical world of 
the school. Their life is complicated by many practical questions but there is one 
which presses them particularly: what society demands. Refresher courses usually 
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refresh the subject matter only. They try to raise the teacher's mastery. ofa particular 
field of knowledge because it is felt that the teacher should know more about this 
or that. It is very often social pressure which creates or reveals this necessity. If 
schools are just an appendix of the state they can only be obedient and teach what 
is required. It may be, however, that the school does not conceive itself as a pure. 
teaching machine but primarily as an educational agent and in this case the school 
might be reluctant to teach what society demands. Here the intermediary position 
of the in-service training institutions becomes a difficult one. Will they turn 
themselves into agents of the state, will they stand up against this pressure together 
with the school? Our conclusion must be that such institutions must be independent 
enough in this respect to choose their position. This, of course, is a question which is. 
directly dependent on the political system of the country. But social pressure from 
the outside need not come from the state: it may be the parents, or it may be com- 
mercial and industrial life which is trying to induce the schools to change. It cannot 
gratify just any demand, let alone any whim. But as schools themselves usually 
have proved to be very ''time resistant’’, the in-service training has to be much more 
open to new ideas as it is the main entrance way for such ideas into the school, i.e. 
towards their realization. 

Teacher in-service training is, consequently, very much an integral part of the 
total educational system of a country and at the same time its position is in between 
the existing system and social life, the state, etc. on one side and reform tendencies 
on the other, in as much as the reform tendencies do not spring from social life itself 
but from inside the educational world. The intimate relation of the in-service 
training'with the total system has been touched upon already more than once. The- 
consequence of this relation is that it is hardly possible to transfer a total system of 
in-service training from one situation to another. If we think of a fully fledged 
institute, such as the Institut für Lehrerfortbildung in Hamburg, we must keep in 
mind that copying it in a different setting would require a great number of adaptive: 
changes to the new setting. We must ask ourselves whether the total system is. 
changeable in these respects. The creation of day-time institutions working. also 
during term presupposes a number of alterations not only in the educational 
system but it is also very much hampered by such matters as lack of teachers. 
Institutions such as the Hochschule für internationale pädagogische Forschung at 
Frankfurt/Main are essentially full-time teacher in-service training centres, They 
have, however, taken a number of characteristics from the university, such as: 
teaching on the basis of, or in direct connection with, research, tutorial group-work, 
etc. No wonder that it took quite some time before the Frankfurt Institute found a. 
way for its roots to go into the soil. It had for a long time even to be strongly suppor- 
ted from abroad in order to be able to carry on through its formative years. 

Much simpler is it to start any centre which works only in the spare time of the. 
teacher and the more so when such a centre is located in a big Down. Examples of 
Such centres are numerous. They owe their origin to teacher training organizations. 
and they may then be divided according to political or denominational differences. 
(as is the case in Holland) or they may arise from the desirability to promote Gë 
Specific studies leading to a certificate qualifying the teacher to do specia! Bie 
(teaching particular subjects at a higher level, etc.). In this case ee 
run usually by, or in cooperation with, university institutes. For about thirty years. 
à number of Dutch universities and university jnstitutes, and in more recent times 
also private institutes under the supervision of university professors, have glven. 
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special courses for teachers. These courses aim at producing a higher level of edu 
cational and psychological competence mostly in elementary school teachers. They 
also prepare, on a second level, teachers of education for teacher training schools. 
At the end of such a course the successful candidate can continue his studies in 
education and psychology at the university and eventually gain a doctor's degree. 
Tn the total structure of the country's teacher training these part-time courses have 
an important function. They not only help to produce better trained elementary 
school teachers, headmasters or inspectors, they also help to produce better teachers 
for the teacher training schools and, finally, they prepare educationists before they 
come into the university to complete their studies at the highest level available. The 
university's task in this case cannot be described as 'in-service training', but the 
upshot of simple spare time courses (for the lower, the A-certificate in 3 years, and 
for the higher, the B-certificate in another 3 years) is that the teacher training 
school can now prepare students for the university level. However deeply all this 
may be connected with the local situation, such courses can be much more easily 
transferred from one country to another than any day-time in-service course. 

Yet in countries whose educational system is at the beginning of its development 
or whose population is spread thinly over the country it is hardly possible to develop 
an in-service training except in holiday institutions or in institutions whose students 
have been made free from their daily obligations as teachers. The allocation of 
specially trained teachers to individual schools for periods long enough to help the 
teachers of those schools to acquire new knowledge and better methods may also 
sometimes solve this problem. 

Discussing the necessities and possibilities of teacher in-service training may 
sound like trying to square the circle. Yet, as in all practical intricacies, we find 
ways out, perhaps not good ways but the best possible ways. 

In brief we might sum up some salient points of our analysis in the following ways. 
1. There must be in-service training of teachers: 

to improve the teacher’s understanding of children and their intellectual as well 
as emotional development, to improve the teacher’s classroom management and 
teaching methods, 

to keep the teacher well informed on subject matter and of the total context 
of which the subject matter is a part or from which it is derived. 

2. In-service training must be virtually free of all charges for the teacher. 

3. It must be made available in a way which makes it physically possible for the 
largest possible number of teachers to take part. This means: 

(a) that it must be organized within travelling distance, or provision must be 
made for satisfactory accommodation, 

(b) the working conditions of the teacher in his school must leave him with some 
time and energy to spare to invest as he wishes, 

(c) his salary must be sufficient to free him from the necessity of earning an 
extra income. 

4. Certain kinds of in-service training can only be effective if combined with 
practical application either on the spot in or direct connection with the course. 

5. In-service training is based on the different levels of previous training and 
experience of the teacher. There are minimum levels of initial training and of 
experience in order to make in-service training profitable. 

6. The in-service training has to be more accessible for progressive ideas than the 
school. 
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4 Though the actual organization of the in-service training in a given country is 
closely related to the needs of that country and to the total structure of its 
educational system, many aspects of in-service training can be transferred from 
One country to another with few modifications. 

8. The results of even a restricted and special course may be to the advantage of the 


total educational system. 
M. J. LANGEVELD, Utrecht 


SOME EDUCATIONAL PROBLEMS OF CHILDREN 
FROM IMMIGRANT, REFUGEE AND MIGRANT 
FAMILIES IN U.S.A. 


"Many a child of immigrants has been a problem, unable to speak English at all or 
“poorly, and reared in a culture pattern which often leads to misunderstanding 
between Americans and the immigrant families. In the past century a number of 
immigrant groups suffered from prejudice and discrimination when they first 
arrived in this country: today the situation is quite different, as the attitude toward 
the most recent arrivals has changed. It is more tolerant and often even friendly. 
Yet, the language problems and those of acculturation often produce difficulties 
which require considerable ingenuity of the school to solve them. 


L The Language Difficulties 

The recent immigrant and refugee, the Mexican and Puerto Rican migrant, if he 
“does not already read and speak English, finds it difficult to acquire the new 
ek out co-linguals and often live in 


tend by their association to preserve the old language and hand it on to their 
_ Children, At the same time, such families are forced, for their own advantage, to 
try to learn English, while usually using their native tongue in their home. The 
"effect of bilingualism on the immigrant languages has often enough been observed 
even in popular literature.) The notion that they are hybrid — and therefore, by 
implication, inferior — is widespread, and propounded even by educated speakers of 
these languages abroad and in the Americas. Unquestionably, changes occur in 
"languages which are spoken under conditions of strong bilingual pressure. The 
_ immigrant has to borrow freely from English, and usually speaks in the form which 
can be characterized as a “dialect” (and which retains forms that are archaic from 
the point of view of the mother country).?) j 
— Obviously the child speaking a foreign language at home, and reared in an 
environment using dialects, has no easy time when entering a school. In fact, we are 
K told that “bilingualism is a crucial factor in the personality structure ofan individual 
_ and his emotional adjustment to his surroundings. A second language, especially 


5) Havazs mevicas: A Bibliography and Research 
S Ë rra No. 26. November, 1956, 
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when acquired in infancy or childhood, is believed by some to interfere with the 
proper integration of personality, and in extreme cases to lead to emotional and 
moral disorganization".!) This becomes especially important when a stigma of 
inferiority is placed on the childhood language by a dominant social group; this, in 
turn, sets up antagonistic associations among the sensitive children. Undesirable 
personality traits might be promoted in this way, since the child is trying to 
maitnain a dual personality role.?) 

The situation can even become more complicated when additional elements 
enter the picture. For instance, in the case of the Old Order Amish, their home 
language is Pennsylvania German, their religious language is Pennsylvania High 
German, and their school language is English.) Or, in the case of American-Mexi- 
cans, it was found that “there are three areas in which culture survival seems to be 
strongest: language, food habits, and family Die" 3 

What is important is that when languages are in contact, there develop attitudes 
in favor and disfavor toward the languages involved. We might teach Spanish and 
French as a language satisfying the educational requirements for college entrance 
and graduation; but we also look down upon the Mexicans or Puerto Ricans 
speaking Spanish in their American settlements; or we lack enthusiasm when 
dealing with the French-speaking Canadians. 

Such attitudes have profound effects on the mentality of the child concerned and 
on its use of the language. It is worth noting that the resulting attitudes are directed 
at the people who use the 'alien' languages and therefore become inter-group 
judgments and stereotypes.5) When the child is placed in a position ofstrain because 
of the exposure to loss of selfconfidence and social ridicule, the inevitable conflict 
results, It has considerable difficulty in trying to resolve the conflict in attitude 
between the pressures of the dominant ('Anglo-Saxon', ‘Puritan’ and ‘White’) 
climate of opinion and the narrower culture pattern of his family and its immediate 
neighborhood. Thus language can become a barrier to acculturation and social 
mobility; this leads to a frustration, frequently intensifying the contempt for the 
language of its family and, in turn, to considerable home conflicts, since the older 
generation is emotionally tied to the use and the value of the immigrant tongue; the 
elders accuse the youth of losing the ‘faith of the fathers’, or of becoming 'yan- 
keefied’. The young people in turn accuse their family members of being 'un- 


1) ibid., p. 84. 

3) Levy, John, “Conflicts of Cultures and Children's Malajustment”. Mental 
Hygiene, XVII, 1933, pp. 41-50; RAUBICHECK, Letitia, “Psychology. of Multi- 
Lingualism". Volta Review, XXVI, 1934, pp. 17-20; BOSSARD, James H.S., "The 
Bilingual Individual as a Person — Linguistic Identification with Status". American 
Sociological Review, X, 1945, pp. 699—709. 

3) Frey, J. William, “Amish ‘triple talk’ ”. American Speech, XX, 1945, pp. 85- 
98; Onto LEGISLATIVE SERVICE Commission, Amish Sectarian Education in Ohio. 
Research Report No. 44, Columbus, December 1960; Loomis, Charles P., Social 
Systems; Essays on Their Persistence and Change. New York: D. Van Nostrand Co. 
1960, Chapter 5, “The Old Order Amish as a Social System”, pp. 212-248. 

4) Tuck, Ruth D., Not with the First: A Study of M. exican-Americans in a South- 
west City. New York 1946. S 

5) Jounson, Granville B., "Relationship Between Bilingualism and Racial 
Attitudes”. Journal of Educational Psychology, XXXXII, 1951, pP. 357-365; 
Bossarp, James H.S., “The Bilingual Individual as a Person — Linguistic Identi- 
fication with Status". American Sociological Review, X, 1945, pp. 699-709; BORREGO 
Evar R., “American Child with a Two Language Heritage”. National Elementary 
Principal, XXV, June 1956, pp. 32-35. 
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American', reactionary, unpractical. Furthermore, the more pressure is brought on 
the youngster and on the family to have him ‘Americanized’, the more intense is 
the language loyalty which develops on the part of those whose emotions are 
attached to the old culture.) 


The ‘Marginal Man’ 


The previous discussion indicates that the question of learning English by recent 
immigrants, refugees and migrants is quite complex and integrated with the problem 
of what the sociologists call culture conflicts. 

When the refugee, immigrant or migrant reaches the United States, he brings 
with him his culture, which more often than not moulds his way of thinking and 
acting. But to survive in the American dominant culture pattern he has to adjust 
his culture to his surroundings, with the result that is known as acculturation, a 
preliminary step to assimilation. It takes place when one culture group which isin 
contact with another appropriates or borrows from it certain cultural elements and 
incorporates them into its own culture, thus modifying it. Since the one group (the 
immigrant, the refugee, the migrant) is the culturally ‘weaker’, it does most of the 
borrowing or adopting from the culturally ‘stronger’ American culture. The result isa 
more or less hybrid progeny, subcultures, Thus the United States has an ‘American’ 
culture (the English language, free public schools etc.) which is common to the 
immigrant subcultures, But the latter differ from the dominant pattern by having 
certain characteristics which are restricted to the same portion of America’s culture 
-such as the Saturday holidays for the Jews, or the use of the Czech language in 
the Czech churches and lodges, or the celebration of national holidays by the various 
American ethnic groups. 

On their arrival in the United States, most immigrant groups have been con- 
fronted with definite barriers to legitimate systems of opportunity. Relegated to 
the slums and to the lower rungs of the occupational ladder, they had, with their 
descendants, to struggle, even for several generations, to make some adjustment to 
the American culture, forming the ‘hybrid’ cultures. This period is marked by acute 
personal and social disorganization, especially for the children, who are subjected to 
acute frustrations rooted in limitations upon legitimate opportunity — while they 
are relatively unrestrained by community controls. 

Similarly, there are also the subcultures of religions and religious sects, each 
having its own distinctive beliefs, symbols, and forms of worship which reach into 
and are expressed in the lives of their followers (Amish, Eastern Orthodox Churches, 
Dukhobours, etc.). Each of these groups has its own modus vivendi, unique sets of 
expectations, codes of ethics, rituals and special terminology. In each, the partici- 
pants acquire through interaction, and share in common, certain interests, attitudes 
and beliefs that are distinct from, and not shared by, the non-participants. Kr 

Each child imbibes the implicit assumptions of the society in which it lives. Ifit is 
Taised in slums, it is liable to think that the slum-fostered degradation is natural 
for people — until it meets children from other neighborhoods, attends motion 
Pictures, or learns differently in his school. His parents’ avoidance of social contact 
with those of different faith and color tends to promote prejudices. ` ) FRS 

The culture conditioning of such a child conflicts with the dominant American 
culture patterns; the result is that quite frequently this child lives in two conflicting 
m H 

1) Linton, Ralph, ''Nativistic Movements". American Anthropologist, XXXXV, 
1934, pp. 230-240. 
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culture worlds, the ‘Old World’ of his parents, and the ‘New World’ of the sur- 
rounding community. Such a child is perched uncomfortably on the boundary 
between two or more antagonistic cultures and feels a part of neither. Adjustments 
outside the home as well as within it are fraught with conflicts for the ‘marginal 


D 


man. 


Immigrants 

This general rule can be exemplified by the whole history of the acculturation of 
the foreign-born in America, and the problem is as old as “The Mayflower”. Since 
colonial days there have been successive waves of immigration, mainly fromWestern 
Europe. Anglo-Saxon standards have been dominant since the time of the earliest 
settlers, and the later influx of Northern Europeans was assimilated with little 
difficulty, especially when compared with that encountered by the less-favored 
groups from Central, Eastern, Balkan Europe and Spanish America. At the turn of 
the present century, millions of these ‘new’ immigrants passed through the immi- 
gration gates. Many of them were peasants, and the peasant family represented a 
folk society integrally associated with plantings, feasts and fasts; in it the father 
played the role of a benevolent despot whose responsibility was to manage the 
household for the good of all, and use a strong hand to beat the child when necessary 
The mother, although officially subordinate to the father, was the actual agent of 
bisauthority. Both of them controlled and directed all areas of their children's lives. 
For the son this included the selection of both work and wife; for the daughter, it 
meant the training in household duties, with long hours of sewing and embroidering 
garments for her hope chest, as well as strict chaperonage to insure her virginity.!) 

The child became a full-fledged worker at an early age, and as long as he lived 
at home he was compelled to turn over all his wages to his parents. The income from 
the entire household was deposited in a common fund for the payment of family 
expenses and personal allowances to individual members; in return for making his 
earnings available for family use, the child enjoyed all the comforts of home while 
working and the security of family support when out of work or sick. When he 
married he could count on a good start from the family coffer.?) 

This picture of family cohesion and mutual responsibility might be outdated 
today and appear exaggerated. Yet the remnants still dominate the lives of the 
recent immigrants, and ramifications are found even stronger among the Mexicans 
and Puerto Ricans.3) 


1) SEWARD, Georgene, Psychotherapy and Culture Conflict (with Case Studies by 
MARMOR, Judd). New York: The Ronald Press 1956, p. 212; the most classic study 
of the transition problems between the ‘old’ and ‘new’ immigration generations 15: 
Tuomas, W. I. and ZNANIECKI, Florian, The Polish Peasant in Europe and America. 
New York; Knopf, 2nd ed. 1927. See also: Woops, Sister Frances Jerome, Cultural 
Values of American Ethnic Groups. New York: Harper 1956, Chapter 2, “Language 
as a Value", pp. 25-44, and Part III, “Family Roles as Values", pp. 149-340; 
Perry, George Sessions, Families of America, Where they Come from and how they 
Live. New York: McGraw-Hill 1949. 3 

1 Can, 1., Italian or American? The Second Generation in Conflict. New Haven: 
Yale University Press 1943. : 

8) HaNDLIN, Oscar, The Newcomers: Negroes and Puerto Ricans in a Changing 
Metropolis. Cambridge (Mass.): Harvard University Press 1959; Burma, John H, 
"Spanish-Speaking Children", pp. 78-102, in GrNzBERG, Eli, Ed., The Nations 
Children, 3: Problems and. Prospects. New York: Columbia University Press 1960; 
McWirriams, Carey, North from Mexico. Philadelphia: Lippincott 1949; PADILLA, 
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At any rate, this culture pattern does not fit at all into the American scene, 
Here the father is not the only law in himself, but, as it has been bitterly observed, 
America is the only country in the world where the children educate their parents. 
The mother's role has also shrunk, Although officially still subordinate to her 
husband, she is now playing a more restricted and dependent role of homemaker. 
The child is really independent, valuing personal freedom, and often contemptuous 
of his parents and their culture, since it, acting as a bridge between the immigrant 
and migrant parents, feeds the new culture back to its parents. In other words, 
cultural transmission now often goes in reverse, from child to parent. The authority 
and prestige accompanying the function of cultural purveyor shift at the same time 
from parent to child, and become a source of frequent frictions between the gener- 
ations.1) 

Adjustments outside the home, as well as within it, are fraught with conflicts for 
the child of this type. To all the possible class disadvantages are added the ethnic, 
and possibly also religious, differences that set it apart from the mainstream of the 
dominant culture around it. Sooner or later the child often feels that the two worlds 
are incompatible, that it is a handicap to be a ‘foreigner’, and that the social rewards 
go to those who succeed in completely sloughing off the signs and symbols of their 
origin. Paradoxically, the ones who are best adjusted to their home culture patterns 
‘are usually the least likely to succeed in the larger society. 

Quite a cluster of the problems of juvenile delinquency can be explained in terms 
of this process. The ‘rebel’ reaction, resulting from the bitter conflict between the 
American-born child of the immigrant and his background, has been one of the 
most discussed aspects in sociological literature. The children are the fulfillment of 
their parents’ dreams of a new life; yet the parents remind their children of their 
foreign origin, raising questions about their American identity. The parents are 
proud of the ‘American’ ways that their children are assuming; but they are also 
resentful of the barriers which these new ways create between them and their 
children. It might be true that some Mexicans and Puerto Ricans do not want to 
settle permanently in the United States; but even as migrants, when bringing their 
children along, they cannot escape the ever-spinning web of 'Americanization' even 
during their brief stays in America. d 1 

The most glaring aspect of this conflict of ‘marginal’ cultures is that concerning 
relationships between minority-group pathology and crime causation, since the 
crime rate is an indication of the state of social disorganization among component 
groups in America. The ‘culture conflict’ operating as a primary determinant of 
individual and group maladjustment appears to be a widely held theory.?) j f 

In the first place, the low-income groups in urban slum areas have high crime 
rates irrespective of nationality or cultural identification; thus, multiple causation 
of the more or less generalized condition of social disintegration is likely to be 
involved. 

p 
Elen; i : Columbia University Press 1958; WELFARE 
Counen or METROPOLITAN New YO ssi on eech of Newcomers. 

H H 

3) Maske. W. L. and Snorz, L., The Social Systems of American Ethnic Groups. 
Yankee City Series No. 3. New Haven: Yale University Press 1945. .— 4 

?) Kornic, Samuel, "The Immigrant and Crime”, pp. 138-159, in ans 
Joseph S., Ed., Sociology of Crime. New York: Philosophical att E 
bibliography, pp. 155-157; Woop, Arthur L., “Minority-Group Criminality and 
Cultural Integration”, Journal of Criminal Law and Criminology, XXXVII, Marc) 
April 1947, pp. 498-510. 
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Interestingly enough, computed on the basis of population numbers only, the 
native-white rates of arrest and imprisonment in the United States are approxi- | 
mately twice as high as the rates for foreign whites. But immigrant groups vary M 
widely in the types of crimes characteristic of them; some have high rates for 7 
drunkenness and other misdemeanors, and low rates for felonies, while other groups 
have high rates for felonies and low rates for misdemeanors. But immigrants 
probably have a higher general crime rate in the United States than they had in 
their home countries, and immigrants who arrive in the United States in infancy or 
early childhood have a higher crime rate than immigrants who arrive in young- _ 
adult life or in middle age.) One reliable analysis shows the fact which is important 
to us: that the states in which the second generation have lower rates of crime are 
those in which the older immigration is predominant, and the states in which they 
have higher rates are those in which the newer immigration is predominant?) 

In addition, it appears that the delinquency rates of the second generation are 
comparatively low when the immigrant group first settles in a community, and they | 
rise as contacts with the surrounding culture multiply. The rate remains low in 
those foreign settlements which are comparatively isolated from the surrounding ^ 
culture. But the rate is lowest in the heart of the settlement and rises on the margins ` 
where the group comes into contact with other groups. “These findings point toa 
conclusion that the high rate among the sons of immigrants is due to assimilation 
of delinquency behavior pattern in America”.8) 

An explanations in order why the immigrants have such a low crime rate, while — y 
their offsprings tend to excel in criminal categories. The most acceptable thesis is 
that most immigrants — and this also covers the migrants — have respect for law in. 
their home countries, and get into trouble in America due to their ignorance of the P 
language or the folkways and mores. But they are influenced by mobility and by a 
the relatively high crime rates in most of the areas where they settled. But their. d 
children, living in two or three culture worlds, antagonistic to each other, ate © 
isolated from the conventional law-abiding culture, and often drift into ‘gangs’, 
subcultures, which define habitual delinquent behavior as a prerequisite for 
acceptance and status in the group. The fighting member of the street gang can lay — 
claim to a ‘rep’ only if he continually exhibits skills in the use of violence. Thus — 
delinquent activities of various types, including those related to school attendance ~ 
and discipline, are an essential feature of the social role which a member Must 
perform in order to maintain his acceptance by other members of the grou p.4) 


À 


1) SUTHERLAND, Edwin H. and Cressey, Donald R., Principles of Criminol A 
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Migrants 

Not much attention has been paid recently to the education of the immigrant and 
refugee and their children, because of a common misconception that the old problems 
of immigration have become a closed issue.1} The main focus of attention in recent 
years has been the problem involved in educating migrant children. 

Several thousand American children — of Negroes, moving from Alabama to 
Chicago by truck, of Spanish-Americans, picking cotton in Texas or Arizona, sugar 
beet in Colorado, berries in Michigan, or Indian children moving out of the reser- 
vations to pull carrots or pick lettuce, or ‘Anglos’, like the Kentucky mountaineers — 
are all American offsprings who ‘‘grow up in a very different context from other 
American children’’.2) They come and go, their families usually forming a tight unit 
for protection against the world. Their ‘homes’ are shacks in camps, and most of 
their possessions are moved ina truck. The children’s eating habits area catch-as-catch- 
can affair. Above all, these children receive little, if any, formal education which 
would link them with the dominant flow of American life; their contact with the 
‘American culture’ is usually limited to interested agencies, social workers and some 
missionaries. 

If these children attend the school in the community where they are temporarily 
located, then their mobility cuts into their school attendance. The limited family 
income puts the most intense pressure on children to work as soon as they are able, 
While the Federal Child Labor Laws forbid children under sixteen to work in paid 
agriculture during the times when school is in session (Fair Labor Standards Act, 
1949), yet a great many migrant children work, even as young as five or six. In 
some communities there is local opposition to the children of migrants being forced 
by the attendance officer to go to school, because the growers feel that most of the 
migrants are willing to work only as families, Even if these children go to school, 
they soon experience the feeling of rejection, are made to feel inferior and treated as 
‘dumb’. Many speak English with so extreme an accent that the teacher and other 
children cannot understand them. Often migrant parents are not too enthusiastic 
about their children’s school attendance, many feeling that even if they go to 
school it often makes no real difference in the jobs they could get. 

But the school has its own problems. Often the financial burden of sudden 
influxes of such children allows no systematic handling of the difficulties. The 
school authorities often can find no guidance from well-qualified specialists in mi- 
grant child education, and the teacher training institutions and educational 
research centers have yet to pay adequate attention to these situations which a 
teacher may face, Sometimes there is community responsiveness; where there is, it 
can usually be traced to the long and hard spadework by such groups as the Division 
of Home Missions of the National Council of Churches. This is quite important, 
since the community climate of opinion plays more often than not a decisive role 
‘in doing something’. 


——Ó 


d 1 ”, Inter- 
1) Rouczx, Joseph S., “Education of the Refugee in the United ted 
ica Pain GE IV, 3, 1958, pp. 374-390, and the ege 
elerences cited therein. 1 i 

2) Epwarps, Esther P., “The Children of Migratory ee 
Public Elementary Schools of the United States: Needs and Propos SE 12-52, 
of Curriculum". Harvard Educational Review, XXX, 1, Winter 1960, pp. N 
especially p. 18. 
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The Role of the School 


There can be no argument that every child, as well as its parents, must, of ne- 
cessity, learn English as well and as early as possible. It is extremely valuable for 
anybody to speak one or more foreign tongues, but it is even more important for 
every American child of foreign background to know English as its most important 
language. The knowledge of English does not have to displace the language of the 
‘foreign’ family, and, in fact, all investigations show that the abandonment of the 
non-English language by recently arrived children, thanks to ridicule, social 
sanctions and correction, intensifies family troubles. The tempo of acculturation 
Should be relatively slow, especially if the learning of English is integrated within 
the framework of the theory of 'cultural pluralism' (which we shall discuss a little 
later on). 

At no time should the child unable to speak or understand the language be 
considered stupid. Very often the enthusiastic promoters of a compulsory study of 
English fail to take into consideration the fact that there is a distinction between 
language usage and language ability; they fail to realize the importance of utilizing 
the immigrant's native language ability and his linguistic background; they 
disregard the deeply emotional and intellectual aspect with which language is 
identified; they overlook the fact that neither the background nor the language 
through which it has expressed itself since birth can be destroyed by mere hostility 
or by unreasonable fiats. In other words, unthinking teachers or sponsors of such 
programs give Së thought to the simple fact that the immigrant and his child are 
human beings and that they do not exist in a vacuum which may be filled at will 
with a ready-made substitute for a rich and variegated cultural heritage. Thus, 
formerly “the elements of implied compulsion, plus the suggestion that the immi- 
grant's past be excluded and forgotten, defeated any chance for complete success of 
the first efforts at Americanization througha poorly-planned educational program") 

The modern program of education for the child of the immigrant or migrant 
encourages it to learn and retain the language of its fathers and to respect and 
cherish the traditions of its own ethnic and religious groups as well as those of its 
adopted land. What have been some educational experiments of merit, both in 
school and supplementing school, in recent years ?2) 

The special problem of teaching Spanish-speaking children has recently been 
granted a great deal of attention from professional educators; in some of the border 
counties, especially in Texas, most of the children cannot speak English on entering 
school. The most accepted former method was to isolate and segregate the Spanish- 
speaking in the lower grades, and then to integrate them with the English speaking 
groups at the high school level. At the same time, the Spanish-speaking school 
districts have received poor financial support. But more recent findings have pointed 
out the social and pedagogical mistake made by segregation, George I. Sanchez, for 
instance, found out that though segregation was supported, especially in Texas, 
California and Arizona, on the theory of the inability of the child to speak English 
on entering school, in practice the school authorities made no distinction betwee? 


1) See note 4) p. 230. 3 

?) EDWARD, op.cit.: CUMBERLAND, Charles C., “The United States-Mexican 
Border: A Selective Guide to the Literature of the Region". Supplement to Rural 
Sociology, XXV, 2, June 1960. (indispensable for a. systematic survey of the perti- 
nent literature, especially Chapter VII, “Education”, pp. 142-155). 
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the Spanish-speaking child who was monolingual and the one who was bilingual — 
a clear case of ethnic discrimination rather than an educational conclusion.) 

An experiment in applying such new theories has been carried on in Fresno 
County, California, through a sort of workshop method, in which pupils were given. 
problems of immediate personal importance. Each class program was different, but 
there were basic similarities (enough material, small class size, quick identification 
of children's needs, and a real warmth in welcome for each child). Each offered a 
systematic analysis of each child's skills in the three R's, after which it was taught 
at its own level through grouping and individual instruction. Small groups for 
English teaching concentrated on vocabulary, concepts and pronunciation; also 
offered were homemaking programs, industrial arts programs, health and safety 
education (designed to reach out to the families) and a strong guidance program. 
The homemaking program included: child care; home nursing; planning balanced 
diets; remaking clothing; building furniture. The industrial arts program taught 
skill with hand tools and basic materials such as wood, brick, and cement; care and 
repair of simple machines; use of the tractor; electricity; and plumbing. Guidance 
work stressed the upbuilding of self-respect, self-confidence and the value of 
education, and vocational counseling was offered. Reports Edwards: “In terms of 
imaginative concern for migrant children and their parents and of effectiveness, 
this is certainly one of the outstanding regular-term programs now being carried on 
in the United States "2 

In Oregon, the effort is definitely in the direction of assimilationgnd the migratory 
children are not segregated. A great many Oregon migrants are anish-speaking, 
but it is reported that “the teacher's knowledge of Spanish is not necessary or even 
desirable since children learn much more readily if they are forced, to this extent, to 
speak English".3) In Pennsylvania, the children are placed in appropriate grades 
and are taught according to their individual needs and there is no special program 
for them. New York State employs two special teachers for King Ferry, a country 
crossroads village near Lake Cayuga, where there is the largest labor camp in the 
state. Hoopeston, Illinois, encourages migrant children to go to school and fosters a 
community attitude of acceptance toward them. ^ 

In summarizing the various experiments, Edwards concludes that migrant 
children “need understanding, they need special consideration. They cannot usually 
move as fast academically as the resident child. They will not be up to grade level. 
Regular class norms will probably be meaningless in relation to them. They certainly 


need simple, practical kinds of teaching which help them to learn the skills of home 


i ivi my H i 1 " 1 as 
and family living. But in the recognition of their, lack, sight of their potential 
1 hat they must take part ... in the 


human beings must not be lost ... This means t : m 
culture of their place and time. Their education, like any true education, must be 
Such as to help them to see their lives in a broader context and to think about them, 
to gain a valid relationship to the wider community. ’’4) 

EE ity: Some Issues 
1) S&xcuzz, George IL., The Equalization of Educational Opportunity: ; 
and Problems. ANS CE University of New Mexico Press Mum E Se 
Segregation of Spanish-Speaking Children im the Public Schools. Austin: 

of Texas Press 1951. 


2) EDWARDS, op.cit., p. 28. " i - 
OREGON EROR ACA or EDUCATION in Cooperation Viu E Workers 
NOR's INTER-AGENCY COMMITTEE ON MicRATORY LABOR, Study of Seas‘ on 
Children in Oregon Schools. Salem Oregon: 1959, p. 20. 
4) EDWARDS, op.cit., p.45. 
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New York City school authorities have tried to avoid the segregation of Spanish- 
speaking children by including special “vestibule” classes under a Spanish-speaking 
teacher who teaches pupils some English and some orientation to school and com- 
munity life; substitute auxiliary teachers who can speak Spanish are assigned to 
orient Puerto Rican pupils and their families; individual teachers help, together 
with English-speaking students designated as ‘big brother’ and ‘big sister’; efforts 
‚are made to encourage English-speaking and Spanish-speaking children to play 
games and to go on sight-seeing trips together. Since 1949, the Board of Education 
experimented with workshops in the teaching of bilingual pupils and courses on 
‘educational programs for Puerto Rican children. 


The Basic Framework 


It cannot be stressed enough that a feeling of being wanted and being needed by 
the community in which the refugee, immigrant and migrant live provides the basic 
‘framework within which any educational program can successfully operate so as to 
integrate such ‘foreign’ children. Schools are powerful instruments in promoting 
‘such concepts.) 

Obviously, America favors two intergroup goals — social integration and demo- 
‘cratic pluralism, Most Americans believe that a combination of the two can be made 
to work successfully, and that the common goal, ‘One America’, can be achieved by 
developing the policies of ‘cultural pluralism’, the outgrowth of earlier develop- 
ments in the intercultural or intergroup movement, and now described, usually, 
‘as ‘human relations’ programs. Many schools have developed or adopted such pro- 
grams aiming to reduce intergroup conflicts and to promote greater understanding 
‘of people of differing racial, ethnic and religious (and social) origin.?) 

The concept of ‘cultural pluralism’ assumes that group differences are necessary 
to a functioning, democratic social order. The interplay of interests is an important 
dynamic element in the democratic process — provided that the varied purposes are 
to some extent compatible with at least some overarching values and commitments 
of the society as a whole. The educational effort in this direction constitutes, however, 
only a fractional part of the job of building genuine cultural democracy, since the 
impact of any educational effort is always related to the situational factors working 
in any given locality. 

When educational programs, rooted in such an ideological framework, are system- 
atically developed, numerous organizations are ready to help theschools. The Bureau 
for Intercultural Education has developed techniques to study children's behavior 
and attitudes. Similar programs have been sponsored, in addition to other activities, 


1) Havicuurst, Robert J. and NEUGARTEN, Bernice L., Society and Education. 
Boston: Allyn and Bacon 1959, Chapter 14, “Intergroup Education and Social 
Integration”, pp. 302-323. 

SE literature covering this field is enormous; see, for instance: VAN TIL, 
William and others, Democracy Demands it: A Resource Unit for Intercultural 
Education in the High School. New York: Harper 1950; van Tır, William, “Instruc- 
tional Methods in Intercultural and Intergroup Education”, Chapter V, pp. 367- 
377, in Review of Educational Research, XXIX, No. 4, October 1959, pp. 367-374, 
and bibliography, pp. 374-377; Tasa, Hilda and others, Reading Ladders for Human 
Relations. Washington: American Council on Education 1949; Brown, Francis J. 
and Roucek, Joseph S., Eds., One America. New York: Prentice Hall 1952, part 
Five: “Trends Toward Cultural Democracy in America”, pp. 545-660, and te 
spective bibliographies; WırLıams, Robin M. Jr. The Reduction of Intergroup 
Tensions. New York: Social Science Research Council, Bulletin 57, 1947. 
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by the American Council on Education, the Anti-Defamation League, the American 
Jewish Committee, the National Conference of Christians and Jews, the American 
Council on Race Relations, and others. 

What then can be done is to understand the child of foreign background, to 
acculturate it in the new environment and its mode of life, and to provide the 
education and community climate of opinion which allow the child and its family to 


find a new identity. 
JosEPH S. Roucek, Bridgeport/Conn. 
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REVUE DES REVUES PEDAGOGIQUES 
DE LANGUE FRANCAISE 


Internats de vééducation 

C'est encore les questions psycho-pédagogiques qui suscitent dans la presse 
pédagogique francaise les plus nombreux articles, C'est ainsi qu'un fascicule de la 
revue Informations sociales (n? 12, décembre 1960) est entiérement consacré aux 
problémes des internats de rééducation. Différents auteurs y abordent le sujet du 
point de vue psychologique, pédagogique, médical et social. Leurs études portent 
sur l'évolution des établissements de rééducation qui, de “bagnes d'enfants" se 
transforment en “centres d'accueil" (excellent article d'Henri Joubrel), sur les 
méthodes de rééducation, sur la formation des éducateurs spécialisés, etc. 

Les individus qu'on place dans des internats de rééducation ne sont pas forcément 
des délinquants. Ce sont surtout des caractériels à l'intelligence normale, présentant 
toutes sortes de troubles affectifs et du comportement qu'il faut rendre aptes par des 
moyens pédagogiques adequats à s'intégrer dans la société. Mais si l'on recourt au 
reméde d'un placement dans l'internat, il faut qu'il soit le moins traumatisant 
possible et que la frustration d'un foyer (s'il y en a) ne soit pas trop pénible pour 
"lenfant. 

“On n'insistera jamais trop, souligne le Dr. Amado dans son article sur la fonction thérapeutique et sociale de 
Vinternat des inadaptés, sur la prudence avec laquelle il faut décider du placement des enfants dans des instituts 
médico-pédagogiques pour un séjour de longue durée et surtout pour des enfants jeunes. à 

“Il ne peut s'agir, poursuit-il par ailleurs, de vouloir adapter à tout prix un enfant à telle forme de famille, de 


Scolarité, de société en général. L'inadaptation peut constituer une reaction compréhensible et parfois saine à des 
conditions intolerables”, 


A côte des articles d'introduction générale, le lecteur trouvera dans la même 
revue les résultats de l'enquête sur les méthodes de rééducation pratiqués par douze 
établissements (France, Suisse, Pays-Bas). Cette recherche effectuée sur des sujets 
âgés entre 14 et 21 ans (garçons), débiles légers ou caractériels, constitue une 
sorte d'étude comparée pour trouver la meilleure méthode afin de faire d’un 
internat de rééducation “... l'un des outils thérapeutiques à la disposition des 
organismes de sauvegarde de l'enfance". Pour que cet effort soit efficace, “... il 
serait souhaitable, soulignent les enquéteurs, d'établir une méthode transmissible 
d'orthopédagogie ... qui ... contribuerait à normaliser la formation des éducateurs 
spécialisés,” 

Aussi, à l'intérieur des internats, une différenciation des individus s'avérérait 
nécessaire tant du point de vue de l'intelligence que du caractére et de la person- 
nalité. De méme, des modifications apportées au régime d'internat, si minimes 
soient-elles, (par ex. l'arrangement des dortoirs afin de laisser à l'enfant la possi- 
bilité d'échapper à la collectivité) peuvent avoir une influence bénéfique ou néfaste 
sur le comportement du sujet. 

L'enquéte fait ressortir l'importance d'autres facteurs qui, dans un internat de 
rééducation, entrent en jeu: relation enfant-éducateur (aussi bien en ce qui 
concerne l'individu que le groupe), probléme de l'autorité, relation avec les parents 
des enfants placés, acceptation de ce placement par l'enfant lui-méme, son inté- 
gration dans le groupe de l'établissement, etc. Autant de sujets pour le psychologue 
qui analyse et observe les faits, que pour l'éducateur qui applique ces connaissances 
et qui s'instruit au contact de ceux qu'on lui a confié. 
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Echecs scolaires 

Les deux autres fascicules de la méme revue (Informations sociales, janvier 1961 
et février 1961) abordent le délicat probléme de l'échec scolaire sur le plan d'une 
analyse médico-psycho-pédagogique et sociale en essayant d'éclaicir la non-réussite 
scolaire qui peut étre provoquée par de nombreux facteurs dont l'importance 
échappe parfois aux éducateurs et aux parents. 

“Si le succès ou l’insucods scolaire se manifeste de facon claire, écrit M. André Le Gall dans la préface, — et souvent 
presque brutale — dans des notes, des places ou des avis de conseils de classe, les sources de ces échecs ou de ces 
réussites sont beaucoup plus nombreuses et plus complexes que ne le laissent entendre des décisions qui paraissent 
sanctionner seulement l'intelligence et le travail des élèves.” 

Le premier volume renferme les résultats d'une enquéte effectuée sur un important 
échantillon. Le second contient un essai de synthése par différents auteurs, qui ont 
traité la question en tant que psychologues, médecins, assistantes sociales, enseig- 
nants et parents. Leur conclusion générale vise avant tout la santé psycho-physique 
de l'enfant et son dévéloppement harmonieux. C'est sur ce point que devraient 
converger les soucis des adultes et pas uniquement sur le côté utilitaire de l'effi- 
cience scolaire (notes). 

De son cóté, la Psychiatrie de l'enfant (vol. II, fasc. 2, 1960) traite le probléme de 
l'échec scolaire sur le plan clinique (travail de l'Institut Claparéde; voir: Julien 
Rouart, Raymonde Narlian et Jeanine Simon, “L’&chec scolaire. Etude clinique, 
structurale et dynamique"). 

Faut-il considérer l'échec scolaire comme un symptóme psychiatrique? Les 
facteurs qui entrent en jeu sont trop nombreux pour qu'on puisse trancher la 
question. “L’entourage familial ou méme pédagogique le considère ordinairement et 
traditionnellement comme une absence de dons ou d'intérét pour l'étude ou comme 
la manifestation d'une “mauvaise” intention .... Certes, lerattacher à la psychiatrie 
n’est pas pour autant l’envisager comme un trouble ‘en soi’ qui comporterait, selon 
qu'il serait global ou électif, affectant la lecture, l'orthographe ou le calcul, des 
déterminations rigoureuses et spécifiques pour chaque espèce de cas.’” 

L'analyse du symptóme démontre qu'il n’en est rien. Les conclusions des auteurs 
confirment que ''ce ne sont pas les symptómes eux-mémes qui conduisent à l'échec 
Scolaire, mais leur utilisation dans une structure psychologique en évolution et en 
constants remaniements, sous l'effet du développement et de la maturation bio- 
Psychologique, avec ses bonds en avant, ses paliers, ses décalages, ses régressions 
partielles ou totales, momentanées ou durables, sous l'effet des pressions du milieu 
ambiant, de ses réactions à un comportement donné, agissant sur un terrain a 
tutionnel avec ses aptitudes, ses prédispositions constamment modifiées sous I oier 
du vécu, en fonction du niveau de maturation actuel et de l'adaptabilité du sujet. 
Le pédagogue devra en tenir compte autant qu'un psychothérapeute. 

Dans le méme ordre d'idées, le dr. Clément Launay donne dans les colonnes de 
l'Ecole des parents (n°. 10, Septembre-Octobre 1959) une étude psycho-pédagogique 
de l'échec scolaire dont l'origine demeure souvent tantót dans des erreurs éducati- 
ves (p. ex. apprentissage scolaire prématuré) tantôt dans le milieu familial. 

Scolarité des débiles mentaux d 

De son cóté, la revue Enfance (n°. 4-5, septembre-décembre 1960, ` 
recherches sur la Débilité mentale") apporte une intéressante contrib 
Problèmes scolaires dans le cadre de la pédagogie spéciale, dans son fascic 
Tement consacré aux enfants débiles mentaux. 
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“Classiquement, la notion d’arriération mentale implique un pronostic d'irrécupérabilité du déficit. Toutefois, 
dans la littérature, se trouvent assez fréquemment exposés des cas de sujets pour lesquels un diagnostic d'arriération 
avait été porté, mais chez qui on a constaté ensuite une amélioration trés nette du niveau: à tel point que lors d'un 
nouvel examen, ils n'apparaissent plus débiles", 

C'est dans cet ordre d'idées que, M, Zazzo et ses collaborateurs abordent dans des 
travaux d'ensemble le probléme du niveau mental de l'individu par rapport à son 
âge, ainsi que la délicate question du pronostic qui seul peut peser dans l'intégration 
sociale de l'individu. Or, en ce qui concerne les débiles mentaux, ... “sauf pour les 
cas de débilité profonde, le Q.I. n'autorise pas un pronostic". Autrement dit, le 
Q.I. ne suffit ni au diagnostic ni au pronostic de la débilité mentale. 

A ce propos, M. Zazzo introduit une notion d’hétérochronie qui n'est autre chose, 
qu'une constatation que “le débile comparé à l'enfant normal se développe à des 
vitesses différentes suivant les différents secteurs du développement psycho- 
biologique". Aussi, un chercheur qui essaye de passer du diagnostic au pronostic 
s'aperçoit que ce dernier “n’est pas, en ce domaine, une transposition pure et simple 
du diagnostic dans l'avenir". 

Un débile mental, est-il conscient de sa situation, de ce qu'elle cache parfois de 
pénible et qui se revéle par une attitude de l'entourage? N'oublions pas qu'à … 
“certains moments ... tout individu est ... débile mental” ... “face à certaines tâches 
trop complexes, dans certaines situations sociales trop délicates”. D'ailleurs, 
plusieurs débiles “ne sont plus considérés comme tels par leur entourage lorsqu'ils 
sont adultes". 

Les auteurs analysent successivement les possibilités “réélles” d'apprentissage 
Chez les débiles mentaux, leur adaptation affective et sociale, en méme temps que 
les moyens d'exploration de leur personnalité. Les conclusions qui se dégagent à 
travers leurs expériences et observations visent l'avenir d'un enfant et adolescent 
débile qui, une fois sorti de l'école, doit savoir S'organiser dans la vie. Il faut le 
préparer pour cela. 


Autres difficultés d'apprentissage scolaire 


Toujours dans la méme revue (Enfance n°. 3, mai-juin 1960), signalons deux 
articles qui apportent d'interessantes notions du domaine de la psychologie de 
l'adolescence. Dans le premier, R. Derivière analyse “les difficultés d'apprentissage 
scolaire des ralentis pubertaires”. Cette recherche effectuée en Belgique au Centre 
psycho-médico-social d'Etterbeek-Bruxelles porte sur le retard pubertaire dont les 
conséquences retentissent sur le plan scolaire et socio-affectif. L'étude porte sur 152 
élèves “ralentis pubertaires” (sur 960 sujets observés au total), afin de déceler les 
traits “‘hors norme" et qui “ont présenté une telle constance qu'il n'est plus possible 
de les négliger sous prétexte qu'il manque une explication étiologique rigoureuse E 
qu'il est prématuré de la rechercher dans l'état actuel des connaissances en endocri- 
nologie”. 

D'après l'observation de l'auteur et de ses collaborateurs, la cause du retard 
pubertaire ne s'explique pas par le cóté physiologique. L'attitude de laisser-aller 
psychologique n'est pas non plus à adopter. L'auteur propose une analyse appro 
fondie du probléme et des remédes, selon le cas. 

Maine A NOU " z 7 " i: jque 
donnant Sa va oc po AP 
LA Ene M le dynamisme indispensable, une reprise de l'accélération pubérale dont l'altération a déclancl d t 

Si la "réaccélération" pubérale est précoce quand l'école en est encore à cette phase éducative de la maturation 


dialectique, la part des parents n’excéde pas leurs charges habituelles dans la maturation affective. : 
“Quand la réaccélération somatique est tardive, il faut une intervention individuelle patiente et longue des: 
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maitres. .... Sans réaccélération pubérale, tous les efforts observés ont été vains, comme sont restées vaines les. 
psi belles réussites somatiques acquises par des traitements hormonaux majeurs, sans rééducation intellectuelle et 

Ce qui est valable pour les ralentissements, est valable pour les ‘“‘devancements”’ 
qui posent également des problémes psychologiques. Aussi, la connaissance des 
phases du développement psychique de l'enfant et de l'adolescent peut étre d'un 
trés grand secours pour les parents et les éducateurs. Ils trouveront dans cet article 
bien documenté, muni de nombreux tableaux et pourvu d'une bibliographie aprés 
chaque chapitre maints sujets de réflexion, ainsi que les psychologues, un bon 


` départ à des nouvelles recherches. 


Le second article à signaler dans ce numéro, c'est l'exposé de M. Collignon sur 
la conquéte de l'autonomie par un enfant et le rapport de ce fait avec sa taille, 
d'aprés les appréciations de garcons et de filles de 12 à 16 ans. Autrement dit, dans 
quelle mesure une auto-estimation de l'enfant (petit, moyen, grand pour son àge) de 
sa taille et de son poids concorde avec les données réélles et quelle interprétation 
psychologique faut-il donner à ce fait. Or, d'aprés l'auteur, l'exactitude (ou son 
absence) de ces appréciations, accusent du côté psychique de l'enfant, tantôt un 
manque de maturité, tantót un besoin d'autonomie, tantót une dévalorisation de la. 
situation par rapport aux autres. Les opinions varient selon l’âge et selon le sexe. 
"La comparaison des réponses, conclut l'auteur, des différentes catégories a permis 
de passer du simple relevé des opinions à un premier essai d'explication de ces der- 
nières, ... Ceci doit ... permettre d'atteindre à une connaissance des problémes de 
croissance qui, rendant compte le plus possible de la diversité des expériences 


Ann 


vécues par les sujets, pourra contribuer à une meilleure pédagogie du “grandir”, 


B. MaGIERSKA, Paris. 
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Die Förderung schöpferischer Ausdrucksfähigkeit 
und kritischen Urteilsvermögens in der Schule 
Unesco-Institut für Pädagogik, Hamburg, Januar 1962 


Auf der vom Unesco-Institut für Pädagogik vom 22. bis 27. Januari 1962 ein- 
berufenen Konferenz waren 14 Länder vertreten: Belgien, Bundesrepublik Deutsch- 
land, Dänemark, Frankreich, Groß-Britannien, Jugoslawien, Niederlande, Öster- 
reich, Polen, Schweden, Schweiz, Tschechoslowakei, Ungarn und U.S.A. Durch 
eine von den Teilnehmern im voraus erbetenen reichhaltige Dokumentation, die 
bei Beginn der Tagung zur Verfügung stand, wurden die Diskussionen wesentlich 
erleichtert. Zwei Hauptprobleme wurden, teils in Plenarsitzungen, teils in Gruppen- 
arbeit, behandelt: 

1. — Wie können wir jungen Menschen, vor allem den 15-16jährigen, die im Be- 
griff sind, die Schule zu verlassen, helfen, ihre Kräfte in produktiver Tätigkeit und 
in schöpferischem Ausdruck einzusetzen ? 

2. — Wie können wir sie darauf vorbereiten, ihren Platz in der Gestaltung des 
kulturellen Lebens der Gemeinschaft durch Kenntnisse, Verständnis und aktive 
Teilnahme einzunehmen ? 

Die Konferenzteilnehmer waren sich darin einig, daß wohl in vielen Ländern 
Ansatzpunkte vorhanden sind, in der Schule schöpferische Ausdrucksfähigkeit zu 
fördern, daß aber noch wesentlich mehr getan werden könnte und müßte. Die Ver- 
nachlässigung dieses Erziehungsfaktors hat mannigfaltige Ursachen. Häufig wird 
immer noch der Standpunkt vertreten, die musische Erziehung sei dem „begabten” 
Schüler vorbehalten. Diese Einstellung wurde fast einstimmig abgelehnt mit dem 
Argument, daß die Förderung der schöpferischen Ausdrucksfähigkeit und damit 
‚des kritischen Urteilsvermögens zur Vermeidung der Einseitigkeit in der Erziehung 
für jeden 15-16jährigen notwendig sei. Es handle sich ja nicht darum, Künstler zu 
‚erziehen, sondern vielmehr darum, den jedem Menschen innewohnenden Drang zu 
fördern, seine Gedanken und Gefühle nicht nur in Worten, sondern auch in Be- 
wegungen, im Gestalten, in Formen und Tönen auszudrücken. Nur durch geeignete 
Lenkung und volle Ausschöpfung der vorhandenen geistigen Anlagen kann eine 
wirkliche und erfolgreiche Förderung des kritischen Urteilsvermögens erreicht 
‚werden. 

Auf der Konferenz wurde auch die Frage erörtert, was in diesem Zusammenhang 
unter schöpferischer Tätigkeit zu verstehen sei. Es handelt sich hier keineswegs 
um das Schaffen des ausgebildeten Künstlers, sondern um die Eigenbetätigung der 
Jugend auf künstlerischem oder intellektuellem Gebiet, im Gegensatz zum passiven 
‚Genießen des durch die Massenmedien Gebotenen, das vielfach sogar eine Gefahr 
für die Jugend bedeutet. 

Die Stichhaltigkeit der Begabungsprüfungen als Voraussage schópferischer Ta- 
lente wurde in Frage gestellt. Vor allem wurde betont, daß jeder Schüler Gelegen- 
heit haben sollte, künstlerisch angeregt zu werden. Selbstverständlich sei jedes be- 
sondere Talent, wo und wann es sich auch immer zeigt, zu fórdern. P 

Ferner wurde die Frage diskutiert, ob es überhaupt möglich und richtig sel, ae 
den Jahren der Pubertät, in denen sich oft ein Nachlassen des Interesses an schöpfe- 
rischer und künstlerischer Betätigung bemerkbar macht, die schöpferische Aus- 
drucksfahigkeit intensiv zu fördern. Die Mehrzahl der Teilnehmer vertrat die Auf- 
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fassung, daß diese und ähnliche Erscheinungen weniger auf psychologische Gesetz- 
mäßigkeiten, sondern weit häufiger auf eine mangelnde Kontinuität der musischen 
| Erziehung zurückzuführen seien. Es sei daher von Wichtigkeit, die Kontinuität der 
- Erziehung zur schöpferischen Ausdrucksfähigkeit sicherzustellen, 
_ Auf das Moderne in der Kunst und die Massenmedien eingehend, wurde fast ein- 
- mütig festgestellt, daß, ohne diesen Dingen einen übertriebenen Wert beizumessen, 
den jungen Menschen in der Schule Gelegenheit gegeben werden müsse, sich damit 
sinngemäß und in vernünftiger Weise zu befassen. Andernfalls würden sie es, und 
\ möglicherweise in unerwünschter Form, außerhalb der Schule tun. Die Aufgabe 
A der Schule sei es gerade, die modernen Ausdrucksformen in ihren erzieherischen 

Bereich einzubeziehen, sie gewissermaßen zu ,,humanisieren". Die Erziehung dürfe 
nicht an alten, überkommenen Werturteilen festhalten sondern müsse erkennen, 
was der junge Mensch heute zu seiner Bildung braucht, um auch in dieser Be- 
ziehung ein vollwertiger Mensch mit sicherem Urteilsvermógen und echtem Kunst- 
geschmack zu werden. 

Die einzelnen Teilprobleme wurden in Gruppenarbeiten diskutiert und inhalt- 
liche und methodologische Vorschläge ausgearbeitet. Gruppe I befaBte sich mit der 
Frage der pádagogischen Voraussetzungen und Aspirationen der musischen Er- 
ziehung, ihren philosophischen, psychologischen und soziologischen Aspekten; 
Gruppe II widmete sich organisatorischen, Ausbildungs- und Lehrplanfragen sowie 
außerschulischen und sonstigen Faktoren; Gruppe III diskutierte die Rolle der 
Schönen Künste, einschließlich Architektur, Handschrift und Funktionsformen; 
Gruppe IV behandelte die Themen Musik, Tanz und mimische Darstellung und 
Gruppe V Muttersprache, Theater, Radio, Film und Fernsehen. 

Von den einzelnen Gruppen wurden wertvolle allgemeine, zum Teil auch detail- 
lierte Vorschläge erarbeitet, so zur Aufstellung der Lehrpläne, zur Koordination 
und Konzentration der verschiedenen Lehrgegenstände, sowie methodologische 
Grundsätze. Hierbei handelte es sich nicht um eine Vermehrung der Unterrichts- 
Stunden, sondern vielmehr um eine Neugestaltung der Lehrpläne innerhalb des ge- 
- Sebenen Rahmens auf Grund der von der Konferenz angenommenen Grundsätze 
und Vorschläge mit dem Ziel einer pädagogischen Vertiefung und der Suche nach 

neuen Mitteln und Wegen, dem Schöpferischen in der Erziehung innerhalb und 
"außerhalb der Schule einen Platz einzuräumen. Jr 
Zur Verwirklichung der Vorschläge und Anregungen wurde eine Neuorientierung 

. der Lehrerausbildung empfohlen, die eine inhaltliche und methodologische Vorbe- 
reitung auf diese Art der Erziehung in sich schlieBen müsse. 
Auch diese Konferenz hat den Beweis erbracht, daß in manchen Fragen der Er- 
- Ziehung eine echte, aufrichtige und erfolgreiche Zusammenarbeit zwischen Ver- 
‚tretern aus Ländern verschiedener Gesellschaftssysteme nicht nur möglich, sondern 
_ für alle Teile sehr nützlich und anregend sein kann. iA 

Eine ausführliche Veröffentlichung des Unesco-Instituts für Pädagogik in Ham- 
burg über die Ergebnisse dieser Tagung ist in Vorbereitung. 


Cd 


Ferenc JuHAsz, Budapest 
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The Training of Pedagogical Staff for Adult Education 
A conference organized by the 
European Bureau of Adult Education 
Brussels and Bergen (Holland), December 1961 


Any conference on adult education — even when confined to West European 
participants — has to face misunderstandings and difficulties of definition, since 
‘adult education’ covers such a wide variety of formal and informal activities. 
The animateur of a French téléclub, the leader of a Swedish study-circle, the British 
university extra-mural tutor, the warden of a Dutch folk high school, the organizer 
of Italian groups for rural education — these are only a few of the different types who # 
come under the umbrella of adult education. To arrive at a fruitful synthesis of 
such disparate views is no mean achievement — and yet this can certainly be claimed 
for the December conference organized in the Low Countries by the European 
Bureau of Adult Education. 

This undoubted success was due to a number of factors, mostly the result of 
careful advance planning. In the first place, the main section of the conference was 
preceded by three preliminary sessions at the headquarters of the European 
Economic Community in Brussels. Six speakers from the Community introduced 
various facets of their work of particular interest to adult educators — the 
historical background; Euratom; the policy on social and agricultural matters and 
on entry to the professions; and the possibilities of greater co-operation between the 
Community and adult educators in general. This gave the 30 participants — who 
included representatives from Austria, Norway, Finland, Sweden and Britain in 
addition to a majority from ‘the Six’ — plenty of general topics for discussion in the 
coach en route for Bergen, where attention was focussed on the narrower professional 
theme of the conference, It could certainly be argued that it was useful for the 
participants to get to know each other first as persons and ‘Europeans’ and only 
later in their professional capacities. 

The second cause of the conference’s success was undoubtedly the high standard 
and the complementary nature of the three main talks of the first day in plenary 
session at Bergen. Professor Dr. G. de Bock of the National Institute for Social 
Studies in Ghent outlined the case for adult education and then for trained andra- 
gogues. The voluntary and co-operative nature of all adult education required from 
the educationist “vast culture, the right personality and sound theoretical and 
practical knowledge”; much could be done in these directions by properly planned 
training courses. Professor Dr. T. T. ten Have of the Social Pedagogics Institute In 
Amsterdam then analyzed the content of his “ideal training programme? from the 
viewpoints of participants, objectives, methods and setting. If adult education has 
as its objective the personal enrichment of the participants (through fuller know- 
ledge, deeper insight, better self-expression, sounder judgement) then its practi- 
tioners need special training which should include individual and social psychology, 
sociology, cultural philosophy and cultural axiology, but also methodology; 
for the worker must know how to handle his theories in practice. Thirdly, Mr. C. D. 
Legge, Senior Lecturer in Adult Education at the University of Manchester, 
described a concrete attempt to ‘‘marry theory and practice" in his Departments 
one-year Diploma Course in adult education. This course is still in its first year 
but has attracted from 9 different countries 14 students, who are all benefiting from ; 
the main study courses in adult education aims and organization and in te 
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principles and methods; from the optional special study; from the supplementary 
courses in particular techniques; and from the observation-visits and practical 
work. Perhaps the most important objective of the course is the stimulation of 
interest and independent thought which “should lead to what may be called the 
emotional requisites for adult educators — a genuine interest in people, enthusiasm 
and a sense of mission". 

The third cause of success for the conference was the way in which the extremely 
varied participants clearly demonstrated “the enthusiasm and sense of mission” 
Mr. Legge required. These were evident in the plenary meetings and particularly in 
the three discussion groups which each met for four sessions, concentrating upon 
such topics as the essential elements of a training programme; the possibilities 
of a differentiated training for different types of adult education work; the essential 
cultural content of any general training programme; the minimum age and other 
basic requirements for admission to a training course; and the methodological 
training which should be given. 

Whilst unanimity would have been unthinkable in such a conference, there was a 
fairly general agreement at the final plenary sessions 

(i) that special training for workers in adult education was both possible and 
desirable; 

(ii) that full-time training courses should include a study of individual and group 
psychology, of sociology and of the history, principles and organization of adult 
education — nationally and internationally; 

(iii) that such courses should also include training in all the major methods and 
Skills of adult education, with plenty of opportunities for practical experience; 

(iv) that one objective should be the creation of a cultural awareness, of a 
receptiveness to literature and the arts and a refusal to be restricted by subject 
barriers; 

(v) that, in some countries, practical considerations might favour the establish- 
ment of a 3- or 4-year training course at a university or similar institution, with a 
minimum entry age of 18; but that there were dangers in selecting young trainees 
for work in which maturity is so vital, so shorter courses should always be available 
for older people with experience; N hs 

(vi) that in any case there should be many levels of adult education training 
ànd many different lengths of course: just as education should be a continuing 
Process, so adult education training should never be regarded as final; i 

(vii) that there should be further conferences to investigate various aspects in 
more detail. S 

The staff of the European Bureau of Adult Education is preparing a pu veport 
on the Conference which should soon be available from them at Huize “Kranen- 
burgh”, Hoflaan 22, Bergen, North Holland. 


Purr Hopkins, Birmingham 
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Overall Educational Planning in Asia: A Regional Symposium 


A Regional Symposium was organized by UNESCO in collaboration with the 

Government of India and held at Vigyan Bhawan, New Delhi, from 29th January to 

23rd February, 1962. Thirty-nine educational administrators from sixteen Asian 

countries !) participated. Forty representatives from various international organi- 
zations attended as observers. 


The symposium had three stated objectives: 

(1) to facilitate exchange of ideas and experiences among responsible officers of 
the various Asian member states on a variety of subjects; (2) to identify major 
problems of overall educational planning in Asia and to develop concrete and 
practicable action at the national and international levels to deal with these 
problems; (3) to suggest a programme of action for the new Regional Centre for the 
Training of Educational Planners, Administrators and Supervisors in Asia which is 
being developed at New Delhi. 

The symposium opened with guiding statements from Dr. A.F.M.K. Rahman, 
representing Unesco, and Mr. P.N. Kirpal, Secretary, Ministry of Education, 
Government of India. Dr. Rahman emphasized the importance of identifying and 
examining major educational problems of Asia which he grouped in four categories: 
1. Problems of planning and implementation of overall educational plans; 

2. Problems of co-ordinating educational plans within the national plans for 
economic and social development; 

3. Problems of design, implementation and continuous evaluation of educational 
plans; 

4. Problems of co-ordinating external aid from UNESCO and other international 
Sources. 

Mr. Kirpal pointed out that the civil services of most Asian countries are still 
young. In many countries until recently important administrative posts were often 
held by non-Asians. During the last fifteen years the newly organized civil services 
of Asia have been called upon to face tremendous problems. The way in which the 
Asian countries had acquitted themselves in this undertaking was praiseworthy. 

Members of the symposium started their deliberations by expressing common 
concern for its objectives. Each participant had received from UNESCO a well-knit 
working paper 2) which gave necessary background material to facilitate and guide 
discussions. n 

Early in the symposium the leader of each delegation made a statement from his 
country which (a) outlined recent educational developments, (b) proposed plans to 
be carried out in the near future and (c) indicated some major problems his country 
was facing in its overall educational planning. 


Administrative Problems 

From. these reports 3) it became apparent that educational planning in Asia = 
made specially difficult by several conditions such as: (1) large and rapidly growing 
population; (2) an explosion of expectations among the people who desire a standar 


1) Burma, Ceylon, China, India, Indonesia, Iran, Japan, Korea, Laos, Malaya 
Nepal, Pakistan, Phillippines, Singapore, Thailand, Viet-Nam. 

2) Regional Symposium, UNESCO, PLANEDAS, 1, 2, 3, 4, 5. 

3) Regional Symposium, UNESCO/PLANEDAS/56. 


o 


d 
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"of living and education comparable to that in advanced countries; (3) special 


‘problems resulting from factors like plural societies, multiplicity of languages, 


large rural populations, nomadic or tribal peoples, education of girls; (4) limited 
resources available for all developmental programmes; (5) the slow rate of economic 
development; and (6) an absence of necessary data and tools of planning as well as 
of adequately trained personnel. Each of these limiting conditions varied somewhat 
‘from country to country. 

The conviction grew that for the Asian countries to develop good educational 
systems required intimate collaboration of educationists and economists. In the 


| process the educationists would become increasingly conscious of the new but 
significant science of the ‘economics of education’ and the economists, in their 


turn, would become increasingly conscious of the significance of education for 
economic development. 

The symposium felt that each country of this region should immediately take up 
the task of preparing a plan of economic development spread over the next ten to 
twenty years. With respect to resources the symposium recommended that the 
countries of this region should undertake an intensive programme for elimination of 
poverty and for increasing the gross national product and the proportion of it 
devoted to social services and education. Additional resources should be raised for 
education through new taxes, loans and various other sources particularly at the 
local level. The symposium viewed expenditure on education as being primarily an 
investment in human resources similar to investments in other natural resources in 
other sectors of the economy. Programmes which aimed at eliminating or reducing 
wasteful expenditure need urgent and immediate consideration. 


Priorities 1) 

The symposium was unanimous in its view that primary education should be 
given top priority because it forms the foundation of the national educational 
structure. Programmes of adult education should come next so that the new learning 
of youth will find respect and support from the older generation. Qualitative im- 
provement of the secondary and the higher secondary stages would have priority 
Over expansion just as expansion would have priority over qualitative improvement 
at the primary stage. It was also suggested that planning should aim at reducing 
imbalances in regional development, provision of quality of educational opportunity 
for all and specially for under-privileged groups and the education of girls. . 

Among the subject areas, priority was assigned to scientific and technical edu- 
cation and training of personnel for the preparation and implementation of plans in 
all sectors of life. 

The symposium suggested that a radical chang 
education was necessary if it was to be related to programmes 
Poverty and for the building up of new social order. From y 
number of recommendations were made which include emphasis of work experiences, 
right attitudes for social development, the teaching of languages, use of new tech- 
Niques of teaching, provision of teaching aids especially from indigenous materials, 
techniques of handling large classes and the shift system. 

It was further recommended that institutions which would collect the necessary 
data required for planned educational development should be established in all 


EE 


1) Regional Symposium, UNESCO/PLANEDAS/56. 


e in the content and character of 
for the elimination of 
this point of view à 
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countries and that priority should be given to the development of research and 
planning bureaux for education and manpower studies. The symposium recom- 
mended the fostering of research at national and regional levels and the cosordi- 
nation of the activities of all research centres through UNESCO. 

Programmes of training of personnel should be given priority. In this connection 
the symposium suggested the co-ordination of existing programmes at national, 
regional and international levels. 

The development of additional programmes at the regional level and the large 
expansion of programmes at the national level were considered. It was recommended 
that emphasis in general education should be placed on the preservation and 
development of national cultures and on the cultivation of appreciation of other 
cultures and international understanding. 

With regard to the Regional Centre for the training of educational planners, 
administrators and supervisors in Asia, these three purposes were recommended: 
(1) conduct short training courses for different categories of personnel, the first 
course being for educational planners and administrators and the second for school 
supervisors; (2) undertake research in problems connected with educational planning, 
administration and school supervision; (3) advise member states on problems 
connected with educational development and in conduct of related training courses. 

The training courses to achieve these ends will be open to officers with an aca- 
demic background, preferably a university degree, who occupy or are likely to 
occupy key positions in the administration and planning of education. 

The Centre will also develop further the tentative syllabi which were discussed by 
the symposium. Each of the four Regional Centres 1) are expected to develop à 
programme of research related to its activities. The Regional Office at Bangkok will 
co-ordinate the research programmes of all four Regional Centres and willalso 
function as a co-ordinating link between the various national research centres in 
Asia. 

Beuran Dutt, Delhi 


Neuere Entwicklungen im Unterricht der lebenden Fremdsprachen 
2. Seminar des Europarates in London, 12.23. März 1962 


Tn London fanden sich 27 Delegierte aus 15 europäischen Landern zusammen, um 
das 1960 in Paris begonnene Gespräch über den Stand des Fremdsprachenunter- 
richts fortzusetzen. 

Einleitend berichteten die Delegationen über die Situation des Fremdsprachen- 
unterrichts und den Stand der Ausbildung der Fremdsprachenlehrer in ihren 
Làndern. In Plenarsitzungen und Diskussionsgruppen wurden didaktische und 
methodische Probleme des Fremdsprachenunterrichts auf allen Stufen ausführlich 
behandelt. Das Schwergewicht der Arbeit lag jedoch bei der Verwendung audio- 
visueller Hilfsmittel (Schallplatte, Tonband, Rundfunk, Sprachlaboratorium, 


1) The proposal for the establishment of four Regional Centres by Unesco, VIZ: 
(1) the Regional Centre for Educational Information and Studies at Bangkok; 
the Regional Centre for the Training of Educational Planners, Administrators an 
Supervisors at New Delhi; (3) the Regional Centre for the Training of Teacha 
Educators at Manila and (4) the Regional Institute of School Building Research 2 
Bandung was greatly welcomed by the symposium. 
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Filmstrip, Film, Fernsehen). Der Leiter des Seminars, Mr. D. C. Riddy, H. M. I., 
seine Mitarbeiter und eine Reihe von Gastrednern gaben einen ausgezeichneten 
Überblick sowohl über den Stand der didaktischen und methodischen Diskussion 
in England als auch über die gegenwártig laufenden Versuche mit technischen Hilfs- 
mitteln. Besonderes Interesse fand ein Erfahrungsbericht über die Arbeit mit der in. 
St. Cloud entwickelten Methode (Tonband kombiniert niit Filmstrip) für den Fran- 
zésischunterricht. Reiche Anregungen gaben Besuche beim BBC (Radio-, Fernseh- 
sendungen), beim ATV (Fernsehsendungen über Literatur), beim British Council 
(Filme) und in den ersten englischen Fremdsprachenstudios (Sprachlaboratorien) 
im Ealing Technical College und im St. Swithin's Training Centre der Shell, die im 
| Betrieb vorgeführt wurden. 

Die Einzelergebnisse des Seminars, das den Teilnehmern eine Fülle von Infor- 
mationen und Anregungen vermittelte, kónnen hier nicht aufgezáhlt werden, Es soll 
nur auf einige bedeutsame Tendenzen hingewiesen werden, die in den Berichten der 
Delegationen und den Beratungen sichtbar wurden: die wissenschaftliche Erarbei- 
tung des Frangais fondamental, die Erarbeitung weiterer Spezialvokabulare und die 
Stufung des grammatischen Stoffes für Lernzwecke wurden als wegweisend ange- 
sehen, ühnliche Untersuchungen für die anderen Sprachen gefordert; Versuche mit 
einem Fremdsprachenunterricht für Kinder unter 11, z.B. in Schweden (40 Schulen 
seit 1957) wurden günstig beurteilt, ohne daß Endgültiges ausgesagt werden konnte; 
in allen Làndern war ein steigendes Interesse am Fremdsprachenunterricht festzu- 
stellen; die Verwendung technischer Hilfsmittel breitet sich schnell aus; für einen 
weiteren Ausbau des Lehrer- und Schüleraustausches wurde groBziigige Unterstüt- 
zung gefordert. d 

Für die künftige Planung wáre vielleicht zu überlegen, ob man nicht zur kontinu- 
ierlichen Bearbeitung der vordringlichsten Probleme kleine ständige Ausschüsse 
. einsetzen sollte, die durch koordinierte Experimente in den verschiedenen Landern, 
l gegenseitige Besuche, Veröffentlichungen und spezielle Seminare die Entwicklung 

wesentlich beschleunigen könnten. Bestandsaufnahmen in Abständen von etwa drei 
Jahren würden angesichts der Langfristigkeit der Entwicklungen und Experimente 
zur allgemeinen Orientierung ausreichen. Als Themen für derartige Ausschüsse 
kämen z.B. in Frage: Fremdsprachenunterricht für Kinder unter 11; die Arbeit mit 
technischen Hilfsmitteln, besonders mit dem Fremdsprachenstudio; mindestens 
eine Fremdsprache für jeden Schüler; Aufbau eines Kernvokabulars im Sinne des 
Français fondamental für die wichtigsten Sprachen. Das 2. Seminar in London wies 
m.E. mit seiner umfassenden Behandlung der Verwendung audio-visueller Hilfs- 
mittel bereits in diese Richtung. 


cw 


Hermann Schürt, Hamburg 
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THE COMING GENERATION AND THE POLITICAL SCENE 


d 


Litt, THEODOR, Die politische Selbsterziehung des deutschen Menschen. 
Bonn: Schriftenreihe der Bundeszentrale fiir Heimatdienst, Heft 1, 
1961, 6. Aufl., pp. 137. 


. SPRANGER, EDUARD, Gedanken zur staatsbürgerlichenErziehung.Bonn: 


Schriftenreihe der Bundeszentrale für Heimatdienst, Heft 26, 1961, 
4. Aufl., pp. 52. 


. WEINSTOCK, HEINRICH, Die politische Verantwortung der Erziehung 


in der demokratischen Massengesellschaft des technischen Zeitalters. 
Bonn: Schriftenreihe der Bundeszentrale für Heimatdienst, Heft 33, 
1961, 3. Aufl., pp. 121. 


. Litt, THEODOR, Berufsbildung, Fachbildung, Menschenbildung. Bonn: 


Schriftenreihe der Bundeszentrale für Heimatdienst, Heft35, 1960, 
2. Aufl., pp. 89. 


. Möglichkeiten und Grenzen der politischen Bildung in der Höheren 


Schule. Bonn: Schriftenreihe der Bundeszentrale für Heimatdienst, 
Heft 52, 1960, pp. 201. 


. Politische Bildung in der Berufsschule. Bonn: Schriftenreihe der Bun- 


deszentrale für Heimatdienst, Heft 56, 1961, pp. 180. 


. Politische Bildung in der Höheren Schule. Bonn: Schriftenreihe der 


Bundeszentrale für Heimatdienst, Heft 57, 1961, pp. 182. 


. HUTH, A., KLEIN, A., SCHULTZE, W., SEITZER, O., WENIGER, E. 


WENKE, H., WILHELM, T., Politische Bildung und Erziehung im 
Rahmen der Volksschule und der Volksschullehrerbildung. Bonn: Bun- 
deszentrale für Heimatdienst 1958, 3. Aufl., pp. 124. 


. ELLWEIN, T., FINGERLE, A., Vernunft und Glaube. Ein Gespräch 


über die politische Erziehung in der Schule. Berlin/Bielefeld/Hannover: 
Cornelsen Verlag 1958, pp. 64. 


. DEUTSCHES INSTITUT FÜR BILDUNG UND WISSEN, Schule und plura- 


listische Gesellschaft. Referate der Tagung des Deutschen Instituts 
für Bildung und Wissen vom 16. bis 21. Oktober 1961 in Rhöndorf 
(Sonderdruck aus „Pädagogische Provinz" Heft 11-12/61). Frank- 
furt/Main: Hirschgraben-Verlag 1961, pp. 136, DM 5,50. 


- Newe, HEINRICH, Der politische und demokratische Bildungauftrag 


der Schule. Kiel: Ferdinand Hirt 1961. pp. 120, DM 9,80. 

WEYMAR, ERNST, Das deutsche Selbstverständnis. Dargestellt an den 
Geschichtsprogrammen des 19. Jahrhunderts. Stuttgart: Ernst 
Klett - pp. 240, DM 12,80. 
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13. Dance, E. H., History the Betrayer. A study of bias. London: Hut- 
chinson 1960, pp. 162. 

14. BURLEY, E., DANCE, E. H., PUTTEMANS, À., Eine Europäische Geschich- 
te? (A History of Europe?) (Europäische Aspekte. Eine Schriftenreihe 
zur europäischen Integration, herausgegeben mit Fërderung des 
Europarates. Reihe A, No. 3). Leiden: A. W. Sythoff 1960, pp. 87. 


The titles of the above-mentioned publications may not at first sight appear to! 
have much connection with one another. Yet in fact they have, for they all deal in 
different ways with one basic theme, namely how and what to teach children about 
the past and present in such a way as to enable them to make political sense of their 
lives. Treated in a specifically German and then European context, this problem 
evidently assumes a global dimension, though it is not always handled in such terms. 

Items 1 to 8 are put out by the Schriftenreihe der Bundeszentrale für Heimatdienst 
and are little treasure-houses of pedagogical wisdom, although they need to be read 
selectively, as some of their contexts suffer from being pièces d'occasion. Nevertheless: 
there is a basic discussion by Litt of “The political self-education of the German" 
with a critical comment on the implications of ideological co-existence. Spranger 
contributes some rich reflections on the nature of civic education, stressing the 
need to avoid mixing this up — at least in the early years — with the teaching of 
history. He would say to the adolescent, “We are deliberately motivating your 
cultural activity, in such a way that you will be forced to discover the “‘political’’ 
in yourself. This is something which will not be demanded of you from outside; it 
resides in your own deepest will if you will only recognize it.” Weinstock deals with 
the special problems created for political education by the pressures of a techno- 
cratic, mass society: these, he seems to suggest, can only be creatively accepted if 
their daemonic potentialities are balanced by a faith in a fundamentally divine 
element in human personality. j à 

In Heft 57 there is a brilliant survey of the origins of Nazism: accompanying this- 
are two excellent examinations of the challenges and opportunities implied in 
teaching contemporary adolescents about the Third Reich and about present-day 
Communism. ‘ 

Item 9 is of interest because in the form of a conversation between distinguished 
educationists it probes into those fundamental questions of reason and faith, which 
underlie political problems. eke " 

Item 10 consists of an examination of the role of the school in a pluralistic society 
and insists very properly that it should neither merely echo that pluralism nor seek 
to attack it from an entrenched position of uniformity of its own: rather, it should 
by its own climate of internal harmony prepare its pupils to make positive instead 
of negative use of that pluralism in later adult life. í 
_ Item 11 ponders somewhat uneasily, but quite constructively, the discrepancy 
in contemporary Germany between the lavish attention given to political education 
and the actual achievement of it in terms of average adolescent experience. 

Item 12 is tantalising because Weymar pursues a fascinating idea in such a neces- 
Sarily circumscribed area that his material must be hard to digest for anyone: 
unfamiliar with the details of nineteenth century German socio-political m 

" Nevertheless the author's basic concept is a stimulating one: it is to the effect that 
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the best clue to an understanding of a nation is that nation's view of its own destiny 
as taught to its young in terms of national structure, relationship to outsiders, to the 
past and to God. His investigation of school curricula and other educational influ- 
ences, first between 1800 and 1840 and then between 1840 and 1900, reveals the 
paradox that the cultivation of a sense of mission is both essential for the fostering 
of self-conscious nationhood and at the same time highly dangerous as the potential 
breeder of fanatical chauvinism. This courageous essay pioneers the study of 
comparative nationalism as an educational method and should be read in con- 
junction with the last two publications in this list. 

A perusal of Items 13 and 14 invites reflection on the nature of historical inter- 
pretation generally and on the complex functions of the history teacher in particular. 
The following quotation from Mr. Dance's “History the Betrayer” illustrates vividly 
the problem of selection : 

“Tf it is true that there is no time at present to teach world history, it is still 
more true that not to teach it is becoming fatal... In a world which can be 
circumnavigated in a week it is quite as important for British children to learn 
the history of Europe as the history of Britain, and quite as important to learn 
the history of Asia as the history of Europe.” (p. 48). 

Even it it is granted that all national histories need radical pruning, history will 
still remain the betrayer as long as its teachers, in a misconceived attempt at 
objectivity, decline to teach from a viewpoint and therefore remain possessed by a 
largely unconscious bias. The distinction between the two is vital, for the former, 
though not excluding the inevitable influence of adult mind on child mind, proceeds 
out of charitable conviction, whereas the latter seeks to assault the immature 
organism in a spirit of fanatical intolerance; the former recognizes that all truth lies 
near the centre of the cross of opposites, the latter strives to evade the conflict by 
embracing one of its terms to the exclusion of the other. 

That dilemma is graphically illustrated in the account given in Item 14 of the 
attempt under the aegis of the Council of Europe to construct a more or less agreed 
version of European History as an entity. Although a wealth of helpful emendations 
and healthy correctives have emerged from the labours of scholars on textbooks and 
source material, it is clear that such a goal is still distant. Especially in connection 
with political education there arises the question of the teaching of contemporary 
history, the justification of which has roused deep controversy. As the following 
extract from Item 14 shows, it and Item 2 are struggling with the conundrum: — 

“Tf contemporary affairs are excluded, it was said, we failin our duty as teachers 
to provide our pupils with a historical background to the problems which, 
when full citizens, they will find themselves facing. In addition, it is wrong 
to leave them with a vague impression that history is altogether a thing of the 
past, that it neither reaches the present nor will continue into the future." (P- 
48). 

Readers of the literature reviewed above cannot fail to recognize the challenge 
facing all parents and teachers, who are seriously intent on helping the coming 
generation to make sense of the political world scene in which they are involved. 
They would do well to supplement their reading further by consulting a small p 
produced by the Parliamentary Group for World Government in Great Britain 


*) History Syllabuses and a World Perspective. A. Comparative Survey of Exami- 
nation Syllabuses in Britain and Overseas. Foreword by Sir Ronald Gould. Preface 
by Sir James Pitman, M.P., and Professor J. A. Lauwerys [Published by Parlia 
mentary Group for World Government, House of Commons, London, S.W.1. 6/6]. 


and asking themselves three questions with reference to the drawing-up of history 
and social studies syllabuses (see p. 10 of this publication): 


“1. Does this kind of educational material help understanding of the movement 
towards the present stage of world history, with its transcendence of nation- 
alism and growth of supra-national organs of government ? 

2. Does it conduce to understanding of the pressing problems of to-day that are 
world-wide, such as the food and population problem ? 

3. Is it wide enough in its imaginative range to satisfy the educational need to 
promote the capacity to feel, think and act as "members one of another' in the 
world community ?” 
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James L. HENDERSON, London 


Garcıa Hoz, Victor, Principios de Pedagogía Sistemática. Biblioteca 
de Educacion y Ciencias Sociales. Madrid: Ediciones Rialp 1960. pp. 420: 


This philosophy of education is composed by the director of the Instituto “San 
José de Calasanz” de Pedagogía, professor of education in the University of Madrid. 
This comprehensive book introduces the Spanish reader to what in former times 

. would have been described as the “encyclopédie” of a subject. In this respect it is 
. comparable with Hubert Traité de pédagogie générale. 
| After a semantic analysis of the word “education” the systematization of peda- 
gogics is discussed, followed by a discussion of the relation between philosophy and 
pedagogics (‘‘the problem of the aim of education is purely philosophic”, p. 50). A 
discussion of the role of deduction leads to a somewhat critical interpretation (p. 56) 
Which keeps the door open for inductive research and its pertinence to education. A 
] Short chapter speaks of history of education. The remaining three quarters of the 
book introduce the reader to different aspects of empirical study, psychological as 
well as sociological, and to different fields of research and application: teaching 
methods, vocational guidance; school organization; education of girls, of handicap- 
ped children, comparative education. — The book will be of particular use to the 
Spanish reader by giving him a detailed bibliography, helping him to find his way 
also to English, French and German sources, as well as periodicals books. The 
periodicals cover an even larger linguistic field. \ 
It is a great achievement to develop a synthesis of this immensely comprehensive 
field from so many sources in so many languages. This is one of the specific merits of 


this le: 
arned book. M. J, LANGEVELD, "Utrecht 


| Scnurz, Günter, Der Streit um Montessori. Kritische Ni achforschungen 
zum Werk einer katholischen Pädagogin von Weliruf. Mit einer internatio- 
nalen Montessori-Bibliographie. Schriften des Willmann- 


burg i. Br.: Herder 1961. 356 S. 
As a source of documentation this book satisfies an urgent need. It ont 


2 Complete bibliography of the works of Montessori published in seventeen countries 


Instituts, Frei- 
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(primary sources), a bibliography of about one thousand four hundred items on 
Montessori (secondary sources) and a historical survey of Montessori education in. 
about fifty countries. Interesting personal information given by relations and 
friends enliven the material. 

The title is gripping: Montessori is a controversial figure. Every attempt at 
clarifying the struggle of opinions, which covers the whole range of complete re- 
jection to devoted admiration, deserves our sympathy, especially if it concerns 
such a scholarly work. The writer's extensive knowledge of foreign languages — an 
essential requirement for this kind of work, in which so many misunderstandings 
are apt to be found, due to bad translations — compels admiration. The writer ap- 
proaches the different points of view with laudable objectivity. He penetrates into 
the backgrounds from which the different positions originate. 

Usually Montessori is attacked on three points. She is blamed for her naturalism, 
intellectualism and individualism. On these points the writer concentrates his 
defence. He arranges the discussions chronologically in the period till the First 
World War, the years between the two World Wars, and after 1945. The reasons 
for misconceptions — especially in Germany — are investigated in detail. Political 
tendencies played a part here, but also second-rate translations. It is not a difficult 
task to unnerve the accusations, since for every statement it is easy to find another 
in which the opposite attitude is voiced. 

I fully agree with the writer that Montessori cannot be labelled simply as natu- 
ralistic, intellectualistic or whatever label one applies, even if utterances abound 
which would point to a certain direction. Montessori's intellect was too many-sided 
to be pinned down to one school of thought. She was too passionate and not suf- 
ficiently theoretical to pursue logically a single point of view. When one deals with 
educational slogans, Litt has pointed out, one always has to ask against whom 
such slogans are directed. This is especially true in the case of Montessori. Her con- 
cern is to find an audience, resonance; she explores the possibilities of this and is 
bound to find a fitting term which enables her to transfer her ideas. I would go 
even further than the writer in explaining her work and its peculiarities as ema- 
nating from personal characteristics, from the fanatical belief in her discovery. It 
is extremely difficult in our cooler northern climate to grasp the southern tempera- 
ment which, in expressing itself, is carried away by its own élan and verve. Her 
religiousness does not manifest itself as a view of life or as a dogma, but is self-evi- 
dent against the Italian sky and Italian art. 

The writer wants to prove that Montessori's theories and works are completely 
in accordance with the Roman Catholic doctrine. He demonstrates that the oppo 
sition of the Church against Montessori was partly due to misunderstanding and 
partly to the misleading way, already referred to, of expressing herself. In my 
opinion the writer did not quite succeed. He accentuates Montessori's religiousness 
too strongly in the interpretation of her work. She was not primarily an apostle of 
the Roman Catholic Church, but one of her own vocation. No doubt the Church did 
mean a great deal to her emotionally. No doubt she was religious and à devout 
Roman Catholic. But this does not make her a Catholic educationalist. The con- 
nection between Montessori and Catholic educational theory is not evident. 

Montessori education has caused so many controversies in the Netherlands. and 
elsewhere that the question arises: what ultimately caused the misinterpretations, 
and is the controversy not finally to be found in Montessori herself? We cannot give 
an answer to this. The book of Giinter Schulz, which so convincingly reconciles SO 
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many controversial points around Montessori, has — in my opinion — turned the 
focus on a new issue: Was the Catholic religion the inspiring source of her education- 
al theory and method or was it an atmosphere which enabled her to find the means 
and symbols for expressing what she wanted to communicate ? 


HELENA W. F. SrTELLWAG, Amsterdam 


Meaning in History. W. Dilthey's Thoughts on History and Society, 
edited and introduced by H. P. Rickman. London: George Allen & Un- 
win 1961, pp. 176. 20 s. 


Die Kenntnis Diltheys, nach dem Urteil Rickmans “one of the great originators 
of our modern way of thinking" (p. 12) hat sich in England bisher offenbar wenig 
ausbreiten können. Der Grund dafür scheint neben der schweren Übersetzbarkeit 
vieler der Diltheyschen Grundbegriffe darin zu liegen, daß seine Denkweise für 
einen englischen Leser zu stark in der deutschen Romantik und der irrationalen 
Bewegung verwurzelt ist, so daB das gemeinsame Interesse an den Problem der 
Geschichtsphilosophie weniger wirksam werden konnte. Die beiden verdienstvollen 
Bücher von H. A. Hodges, deren eines zugleich gegen 50 Seiten Übersetzung Dil- 
theyscher Texte enthält, scheint daran bisher wenig geándert zu haben. Um so er- 
freulicher ist es, daß von H. P. Rickman jetzt ein neuer kráftiger VorstoD in dieser 
Richtung erfolgt ist. Was dieses Buch in der gegenwärtigen philosophischen Situa- 
tion Englands bedeutet, vermag ich als AuBenstehender nicht zu beurteilen. Aber 
unabhängig davon verdient es als systematisch aufgebauter Auswahlband unser 
größtes Interesse. 

Für Dilthey gilt in einem besonderen Maße, was man vielfach bei der Aufnahme 
der Werke bedeutender Männer beobachten kann: daß die starke Wirkung, die von 
den früheren Schriften ausgeht, die Aufnahme der späteren Werke behindert, Das 
ist besonders verhängnisvoll bei einem Denker wie Dilthey, der erst im hohen Alter 
die letzte Vollendung seiner Gedanken gefunden hat. So erhob man beispielsweise 
wegen seines früheren Versuchs einer psychologischen Begründung der Geistes- 
wissenschaften immer wieder den Vorwurf des Psychologismus, obgleich er selbst 
mit allem Nachdruck betont hat, daß es sich um ein Verstehen geistiger und nicht 
seelischer Zusammenhänge handelt, um die zu deutenden Werke selbst und nicht 
um die bei ihrem Zustandekommen wirksamen seelischen Vorgänge. ‘ 

Im Unterschied zu dem Auswahlband, den noch vor kurzem Diltheys unmittel- 
barer Schüler H. Nohl herausgegeben hat (WILHELM DILTHEY, Die Philosophie des 
Lebens, eine Auswahl aus seinen Schriften, ausgewählt von H. Non, Stuttgart und 
Göttingen 1961), und der einen Längsschnitt durch das ganze Schaffen Diltheys 
aus den verschiedenen Entwicklungsstufen zu geben versucht, halt sich Rickman 
ausschließlich an das eine abschließende Alterswerk, den „Aufbau der geschicht: 
lichen Welt in den Geisteswissenschaften" vom Jahre 1910, so wie dieses heute in 
dem VII. Band der ,,Gesammelten Schriften" vorliegt. Und wührend dieser Band 


in der durch die Edition aus dem NachlaB bedingten unübersichtlichen Form aus 


vier Teilen besteht, zwischen denen der aufmerksame Leser an buo 
zurückgeh i i Abhandlung, den vorbereitenden Studien, 
gehen muß, der eigentlichen Ab 8: 5 demselben Themen- 
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kreis, versucht Rickman einen streng systematischen Aufbau. Er legt den 
genden Text wieder auseinander, wählt daraus die gedanklich wichtigsten Sti 
aus, Texte von durchschnittlich ein bis zwei Seiten Länge, die zusammen etwa eli 
Drittel des VII. Bands ausmachen, und fügt sie zu einem konsequenten systemi 
tischen Zusammenhang neu wieder zusammen, Er bestátigt dabei in einer mir 
kommenen Weise einen ähnlichen Versuch, den ich in einer eignen systemati 
Darstellung (Dillhey, eine Sarti in seine Philosophie, 2. Aufl, 1955) gemag 
habe. 

Das 1. Kapitel geht von dem amen Wissenschaftscharakter der Geiste 
wissenschaften aus und umreißt das zugrundeliegende Strukturverhältnis von E 
lebnis, Ausdruck und Verstehen. Das 2. Kapitel behandelt Autobiographie un 
Biographie als Keimzellen des geschichtlichen Zusammenhangs, wobei die Ve 
wobenheit des einzelnen Lebens mit den überindividuellen geistigen Zusamm 
hängen immer im Blick bleibt. Das 3. Kapitel setzt bei der Gliederung des in 
duellen Lebens als eines nach Bedeutungen gegliederten Strukturganzen ein 
arbeitet die verschiedenen ,,Lebenskategorien" heraus, unter denen dieses beg 
wird. Das 4. Kapitel erweitert die Betrachtung im Verstehen der andern Mei 
Die Bedeutung des Ausdrucks wird entwickelt und dabei das Verwobensein 
Objektivierungen im übergreifenden Medium des objektiven Geistes betont. 
5. Kapitel geht vom einzelnen Leben zum ,,unendlichen Meer der Geschichte" 
und hebt auch deren Gliederungen heraus. Das abschließende Kapitel endlich gi 
dem Problem des historischen Relativismus. Die Loslósung von den zufällig 
historischen Bindungen gibt den Menschen für seine eigentliche schöpfeı 
Leistung frei. „In fact, historical relativity is merely the corollary of hum 
freedom and creativeness.” (p. 161) d 

Daß ein solches Verfahren der Zerlegung und Wiederzusammensetzung mid 
ohne Härten abgeht, daß dabei Sprünge zurückbleiben, ist unvermeidbar um 
mußte in Kauf genommen werden, wenn man die systematische Einheit klar h 
ausarbeiten wollte. Der Übersetzer hat darüber hinaus durch eine verstindnisvo 
umfangreiche Einleitung (die etwa ein Drittel des Buchs ausmacht) und kü 
vorbereitende Einleitungen zu den einzelnen Kapiteln den Aufbau des Gan 
deutlich herausgehoben. Das Ergebnis ist überzeugend: Diltheys Geschichtsphi 
sophie tritt in ihrer ganzen Größe und inneren Einheit deutlich hervor. So kön 
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Pedagogiteskij slovar’ v dvuch tomach (Pädagogisches Wörterbuch 
zwei Bänden). Moskva: Izdatel'stvo Akademii pedagogiceskich n 
RSFSR 1960, 744 + 766 pp. 


. Nach über 30 Jahren wurde in der Sowjetunion der zweite Versuch einer 
kalischen Übersicht auf dem Gebiete der Erziehung unternommen. Wäh 
zwischen 1927 und 1929 erschienene dreibándige Pädagogische Enzy! 
(hrsg. von A. G. Kalašnikov) in Form längerer Abhandlungen einen breiten Q 
schnitt durch den Stand und die Probleme der frühsowjetischen Pädagogik dar! 
ist das von der Akademie der Pádagogischen Wissenschaften der RSFSR her 
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gegebene zweibündige Pädagogische Wörterbuch (Hauptredakteur L A, Kairoy) 
ein nach Stichworten geordnetes Sach-, Personen- und Länderlexikon. Die Artikel 
werden durch Statistiken und Schemata ergünzt; in den Personen-Artikeln befin- 
den sich knappe bibliographische Angaben, Der Rahmen des Wörterbuches ist 
zeitlich und räumlich weitgespannt. Naturgemäß überwiegen die Informationen 
über das Bildungswesen und die Pádagogik RuBlands und der Sowjetunion. Hierbei 
werden auch bedeutende Püdagogen der zwanziger Jahre gewürdigt, die man lange 
Zeit hindurch verschwieg (z.B. Blonskij, Pinkevië, Pistrak); einige andere hingegen 
zählen immer noch zu den non-existing persons (z. B. Sul'gin). Überhaupt ist das 
Pädagogische Wörterbuch ein getreues Spiegelbild der seit 1956 vorgenommenen 
vorsichtigen Neuorientierung der sowjetischen Pädagogik, die auch in einer vor- 
urteilsloseren Einschätzung der ausländischen Erziehungssysteme zum Ausdruck 
kommt, Sie werden als solche (auf Grund der Materialien der UNESCO) recht aus- 
führlich dargestellt; dasselbe gilt ebenfalls für zahlreiche ausländische Pädagogen, 
wobei die deutschen und die amerikanischen Namen überwiegen. Es darf aber 
auch nicht verschwiegen werden, daß gelegentlich ideologisch und politisch vorher- 
bestimmte Bewertungen und Klischees dieses objektive Bild verdunkeln (z.B. die 
Bezeichnung Deweys als eines „Reaktionärs' oder der Bundesrepublik Deutsch- 
land als eines ,,imperialistischen"' Staates), 

Mit diesen Vorbehalten kann das Pädagogische Wörterbuch als ein brauchbares 
Nachschlagewerk bezeichnet werden, das die derzeitige amtliche Auffassung über 
Erziehungsprobleme aus sowjetischer Sicht'wiedergibt. 
Oskar Anwatier, Hamburg 
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at the National Museum of Copenhagen, at the Danish State Radio, at the folk high 
Schools of Askov and Kobe ui ae was from 1956 State supervisor for youth and 
adult education under the Ministry of Education, Copenhagen. Author of books on 
the Danish folk high schools and on Danish adult education, on the rt EE 
from the Viking Age, on the political and social history of Denmark in the ni The 
and twentieth centuries, Has revised the second edition of F. exc ` te 
Danish Folk High Schools (Copenhagen 1952). Editor of Scandinavia 

Present I-II (1959). 


S. C. Durra, a leading voluntary worker in India, is Indian 
of the Indian teg of Social Work, Delhi State and of the fur edel 
Education Association (the only non-official national member of the Indian 
education workers and agencies in the country). hey served on various 


National Commission for Cooperation with UNESCO location 
national and international committees on adult and cepere 
social work. Recently, Mr. Dutta was UNESCO consultant to the 


*nce on Adult Education held at Saigon. 
Hellmut Becker, geboren 1913, ist Präsident des deutsc M 

v CKER, Kuratorien kultureller Einrichtun- 
erbandes sowie Mitglied der vc: dem Kriege Verteidiger vor dem Nürn- 


gen. Von Beruf Rechtsanwalt, war er 
berger Gericht. Seit etwa 14 Jahren ist er als Anwalt fast ausschließlich in der recht- 
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lichen und kulturpolitischen Beratung von freien Schulen, Forschungsinstituten, 
wissenschaftlichen Gesellschaften und kulturellen Organisationen aller Art tätig. Er 
ist in zunehmendem Maße als Kulturpolitiker und als wissenschaftlicher Publizist 
hervorgetreten. Von seinen zahlreichen Veröffentlichungen, die sich insbesondere 
mit bildungspolitischen und bildungssoziologischen Fragen beschäftigen, seien die 
folgenden Bücher genannt: Kulturpolitik und Schule: Probleme der verwalteten 
Welt (Stuttgart: Deutsche Verlagsanstalt 1956); zusammen mit Wolfgang Clemen, — 
Elternhaus, Höhere Schule und Universität (Würzburg: Werkbund-Verlag 1957); 
zusammen mit Alexander Kluge, Kulturpolitik und Ausgabenkontrolle (Zur Theorie 
und Praxis der Rechnungsprüfung) (Frankfurt/M.: Vittorio Klostermann-Verlag 
1961); Quantität und Qualität: Grundfragen der Bildungspolitik, (Freiburg/Br.: 
Rombach-Verlag 1962). 


W. E. STYLER studied social sciences and philosophy at Ruskin College, Oxford, 
and Birmingham University, where he took his M.A.; taught in adult education in 
the Midlands, and then moved to Manchester University, where he became Deputy 
Director and Associate Director of Extra-Mural Studies. In 1960, he became Direc- 
tor of Adult Education in the University of Hull. He has directed many trade union 
summer schools. From the beginning of 1956 to the end of 1958 he spent much time 
in the Sudan for UNESCO and the International Federation of Workers’ Educational 
Associations developing a scheme of workers’ education. He recently advised Hong M 
Kong University on extra-mural work. Author of numerous reports, monographs - 
‚and articles on adult education as well as books and study guides for adult students. 


André IsAMBERT est depuis 1948 administrateur et animateur de l'Ecole des 
Parents et des Educateurs de Paris. Il en préside, depuis 1954, le Conseil d'Admini- 
stration. En cette qualité, il anime également le Groupement d'Etudes International 
des Ecoles de Parents qui réunit environ 75 écoles de parents belges, frangaises, 
italiennes, luxembourgeoises et suisses. Il est l'auteur d'un ouvrage intitulé L’édu- 
cation des parents publié aux Presses Universitaires de France en 1960, ainsi que 
de nombreuses études et articles parus dans des revues diverses, notamment dans M 
L'Ecole des Parents et Le Groupe Familial. k 


Ryoji Iro, graduated from the Faculty of Literature of Tokyo University in 1935, 
‚and was employed as an assistant in the Research Division, Ministry of Education, 
in the same year. After 1938, having gained experience in educational research, he 

studied the educational systems of English-speaking countries and comparative 
‚education, particularly from the point of view of administration and finance. In 
1945 he became Professor of Educational Sociology at the Tokyo University of 
Foreign Studies. He was appointed Assistant Chief, Research Section, Ministry of. 
Education, in 1948, and was promoted to Chief of the Research Section in 1951. | 
Since then he has been especially concerned with scholastic achievement tests, 
surveys of educational expenditure, and surveys of supply and demand of university M 
,graduates. y 


J. W. Nystrom. Born in New York City, 1930. B.A., Hobart College (Geneva 
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Has held research and administrative positions with International Business 
Machines Corporation, Harvard University and International College (Beirut, 
Lebanon). Has held teaching positions in the United States at New Haven (Con- 
necticut) College; Southern Connecticut State College; and Danbury (Connecticut) 
State College. Currently Assistant Professor of Education, American University 9 
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authorship, The Torchlighters: Tomorrow's Teachers of Reading (Cambridge, Mas- 
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by A. F. M. K. RAHMAN, Bangkok — 


= The campaign launched by Unesco at the International Conference 
'on Public Education held in Geneva in 1951 in favour of universal free 
and compulsory education, and carried further in the Asian region through 
the Regional Conference on the same subject held at Bombay in 1952, 
M generated enthusiasm unparalleled in the history of Asia. All the govern- 
ments began to make heroic efforts, at great sacrifice and hardship to 
MF themselves, to put all young children in school and thus eradicate illiter- 
acy at its source. There were also increasing requests to international 
E organizations, in particular Unesco, and other agencies of international 
co-operation for assistance to support these endeavours, and the requests 
Were met quite readily and in a fairly generous way by all of them. 
| Unesco’s assistance was technical, in the form of experts, fellowships, 
And supporting demonstration equipment. 
> At the Tenth Session of the General Conference of Unesco held in Paris 
in 1958, a resolution initiated by the Asian States was adopted, in ac- 
cordance with which a survey of compulsory primary education in Asia 
was conducted in 1959, and the findings were placed before a meeting 
| of the representatives of the Asian Member States held at Karachi in 
January, 1960. This meeting drew up a Twenty Year Working Plan for 
M the implementation by 1980 of universal free and compulsory primary 
D education of at least seven years’ duration for all the Asian States. This 
_ became generally known as the Karachi Plan. The following were some 
of the significant conclusions of the Karachi Meeting: — 
(1) Every Member State should try to work out programmes of edu- 
IL cational development side by side with the programmes of general 
Bi economic and social development and should also strive to mobilize 
the largest possible internal resources by: j : 
= (a) allocating a higher priority to programmes of primary education 
than had been accorded in the past; QU 
_ (b) assigning a larger share of the national revenues to education in 
general and to primary in particular; 
(c) assigning to primary education a larger share of funds allocated to 
education than had been allocated in the past; : 
(d) levying educational taxes suited to local conditions; i 
(e) raising loans earmarked for specified programmes of primary 
education involving capital expenditure, and EI 2 
(f) mobilizing the voluntary effort of local communities, especially 


" 
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for such purposes as the provision and maintenance of buildings and / 
equipment, the supply of midday meals, etc. D 4 

(2) Each State should create as early as possible separate machinery 
for planning and implementing the programme of universal compulsory’) 
and free primary education. The main functions of this machinery would"? 
be as follows: — ~ 

(a) To collect all the basic data required for the preparation of thé | 
programmes. f 

(b) To collect all the necessary data to show the extent and the 
efficiency of the educational provision made in the country from time) 
to time. 

(c) To conduct research experiments and pilot projects required for 
the programme. ^ 

(d) To plan the necessary programmes for realizing the objectives ofi 
the plan and to implement them. E 

(e) To evaluate the programmes being implemented from time tp 
time and to make such adjustments as might be deemed necessary. 

(f) To make members of the public, teachers, and administrators 
plan-minded and to associate them actively with the preparation of plans 
and programmes. . 

(g) To conduct educational propaganda for the plans being prepared 
and implemented, with a view to securing the maximum possible cos 
operation from the public, teachers, administrators, and others con- 
cerned. 

(3) The countries of this region would need external assistance fon 
compulsory primary education for a short time — a period of from five ` 
to twenty years — until the economy of the region had been raised to 
such a level that the programmes could be financed by internal resources 
alone. Unesco and other agencies of multilateral or international organ: - 
izations were, therefore, requested to evolve a short term scheme of direct’ 
external assistance to programmes of compulsory education in this area.) 
It was the responsibility of each Member State to decide its own prioritie 
among the various programmes included in the plan and also to selec ) 
those programmes for which external aid would need to be sought.” 
Nevertheless, it was felt that the following purposes would. ordinarily be 
more suitable for external assistance: — 

(a) Training of teachers, teacher educators, educational statisticians, 
and educational planners. [ : 

(b) Programmes involving capital expenditure such as construction 
of buildings and supply of equipment. 


EDUCATIONAL DEVELOPMENTS IN ASIA 259 


(c) Supplies of paper for the production of textbooks and other reading 
material for children and teachers. i 

(d) Programmes for increasing production of paper and extension or 
improvement of the printing industry. 

'(e) Development of school meals and school health services. 

(f) Development of science teaching and the essential attitudes and 
skills required for the new objectives of primary education in primary 
Schools and the teaching of such subjects as science, home economics, 
arts and crafts, and health education in teacher training institutions. 

(E) Organization of demographic studies, educational research and 

"evaluation, pilot projects, etc. (Recommendation No. 93). 

(4) Unesco established a plan with ECAFE !) and other United Nations 
agencies for the integration of educational planning and finance with 
economic development, planning, and finance at the regional level. This 
"plan might include some or all of the detailed measures elaborated below :— 
(a) Obtaining information on precise national educational plans with 
` their requisite finances, using standards mutually agreed upon by Unesco 
and ECAFE. 

(b) Submitting a joint Unesco and ECAFE report on educational 
planning and finance (arising out of the above studies) as part of inte- 
"i grated economic and social development and planning to a meeting or 

other regional consultation of economic planners of Asia and the Far 

East that might be convoked by ECAFE. 

(c) The possible convening of a meeting or conference of Ministers 
of Education of Asia and the Far East to ratify or propose measures for 
the implementation of the educational sector of the regional plan for 
€conomic and social development. ; 

The measures outlined above were aimed at assuring, in practical 
terms, the realization of the hopes and plans of Ministries of Education 
in the region and of promoting planned economic and social developments 
for the Asian continent. d 

+ (5) There was a great dearth of technically qualified personnel in all 
» the Asian countries. It was felt that the most effective way of solving 
this problem was to organize regional training centres under the auspices 
' of Unesco, so that senior technical personnel from the various countries 
might be trained to set up similar training institutions at the national 
level. The following areas to be covered by regional training centres 

were recommended: — 5 

(a) An education bureau to act as a clearing house of information and 
— 

!) The Economic Commission for Asia and the Far East. 
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to co-ordinate, promote, and disseminate research in the region. It was 
also to provide training to officers of the Asian States in the technique 
of running education bureaux at the national level. 

(b) A training centre for educational planners, administrators, and 
supervisors. 

(c) A training centre for teacher educators. 

(d) A centre of research and training in school building. 

(6) To stimulate and assist Member States and agencies in the develop- 
ment of the projects in the region in promoting the objectives of the 
Twenty Year Working Plan, and to facilitate concerted action by all 
concerned, it was thought necessary that Unesco should set up a Regional 
Office in Bangkok, where the headquarters of ECAFE had already been 
located. The head of this Regional Office would also be responsible for 
co-ordinating the activities of the Unesco regional programme recommen- 
ded above, and for ascertaining the wishes of the participating States 
in regard to their need for assistance to national programmes. 

The General Conference of Unesco at its Eleventh Session held in Paris 
in 1960 approved a regional programme for the development of primary 
education in Asia along the lines recommended by the Karachi Meeting 
and also endorsed the Karachi Plan as revised by the Secretariat at the 
request of the meeting of the Asian National Commissions for Unesco 
held in Manila in January, 1960. It also authorized the Director-General 
to bring the Karachi Plan to the notice of all the Member States, inter- 
national organizations, and other agencies of international co-operation 
and to promote assistance to Asian States in the implementation of the 
plan. At the same time it included generous provision in the regional 
programme for assistance to national programmes. 

In the interest of clarity in presentation, the progress made during 
1961-62 in the implementation of the Karachi recommendations and the 
decision of the General Conference of Unesco is being treated under the 
following headings: National Targets; Quantitative Development; 
Unesco Regional Programme. 


National Targets 

The Asian Member States, in accordance with their firm determination 
to implement the Karachi Plan, have taken appropriate action during 
1961—62. Afghanistan started its Second Plan on 21 March, 1962, ac- 
cording to which the number of school children in the age-group 7-15 
will be raised by 25%. Burma has planned to introduce universal com- 
pulsory education of four years’ duration by 1969 and hopes to achieve 
the target of universal compulsory education of at least seven years’ 
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duration by 1977. In Cambodia the budget for education has been in- 
creased to 15.9% of the total government budget, and plans have also been 
set in motion to mobilize voluntary public contributions. Ceylon expects 
to achieve the target of universal compulsory education for the age- 
group 5-14 in the course of the next five to ten years. The Republic of 
China has 94.84% of children in the six-year elementary school, and is 
taking steps to prolong the period of compulsory schooling. The Indonesian. 
Third Five Year Plan (1961—66) provides for primary schooling facilities 
that will take in 80% of the children in the age-group 5-11 by 1966. In 
Indonesia the Eight Year Compulsory Education plan (1961—68) proposes 
to provide every village with at least one six-year primary school. Ivan 
has formulated a Twenty Year Plan of Educational Development, be- 
ginning in September, 1962, and designed to provide free and compulsory 
education for all children in the age-group 7-13. In Korea the Five Year 
Plan (1962-66) aims at increasing the number of classrooms and teachers 
to make primary compulsory education completely universal, although 
in 1961 85.5% of the children of primary school age were enrolled. Laos 
has set up an interdepartmental planning committee in order to mobilize 
all available resources for educational purposes. Malaya has prepared a 
Twenty Year Plan of Educational Development for the period 1962-1982, 
under which there will be free education for all children in the age-group 
6-12 and also free secondary education for all Malayan children. In Nepal 
it is hoped that by 1965, at the end of the Second Three Year Plan, 
25% of the five-year primary school age-group will be in school. Pakistan, 
under its Second Five Year Plan, hopes to achieve a maximum of five 
years' compulsory education for all children. This has been possible be- 
cause the National Education Commission of 1958 fostered the concept 
that education is productive. In the Philippines approximately 30% of 
the annual national budget is spent on education, as a result of which 
85% of the children of the compulsory age-group are enrolled in the six- 
year elementary schools. Attempts are, however, being made to make 
compulsory education completely universal and to provide sufficient 
facilities at the secondary level. Singapore proposes to introduce free 
Primary education of six years’ duration for all children between the 
ages of six and fourteen by June, 1962. In Thailand a new national scheme 
of education was launched in 1960, which provides for an extension of 
Primary education from four to seven years, and a new Compulsory 
Education Act was passed on 23 July, 1962, extending the period of 
compulsory education from four to seven years for the children in the 
age-group 7-15. Under this Act the Minister of Education is empowered 
to declare in which village the law shall be enforced by making the an- 
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nouncement in the Royal Gazette. Vietnam has 60% of the primary 
School age-group enrolled in 1961, and has drawn up a Five Year Plan 
to convert some of the three-grade elementary schools into five-grade 
schools and to increase the number of elementary schools. 


Quantitative Development 


Development in some, though not all, of its aspects, can actually be measured, 
and may therefore be indicated in figures. Three such aspects that are of particular 
interest to educators in Asia are population increase within the region, increase 
in school enrolment, and increase in school effectiveness through the elimination 
of pupil wastage. By ''pupil wastage” is meant the dropping out of children before 
reaching the highest grade, as well as the unnecessary repetition of grades by 
children who should, if all is well with the school system, progress steadily through 
their schools, spending not more than a year in any one grade. 

The four tables that follow in this section present the story practically without 
words, a few comments only being necessary to draw attention to particularly 
interesting features. 


TABLE 1 
Population estimate and projections for the Karachi Plan countries 1960-1980 
oe LI 


Year 
Country 1960 1965 1970 1975 1980 
(millions) 

Total 788.1 883.0 988.1 1,098.5 1,209.4 
Afghanistan 13.8 15.6 17.7 20.5 23.7 
Burma 22.1 25.0 28.0 32.5 37.5 
Cambodia 5.0 5.7 6.5 m5 8.7 
Ceylon 10.0 11.8 13.7 16.1 18.6 
India 417.4 465.4 516.6 562.6 599.7 
Indonesia 94.0 103.9 115.3 128.0 142.0 
Iran 22.0 24.3 26.9 29.7 32.7 
Korea 24.1 27.2 30.9 35.2 40.2 
Laos 1.8 1.9 22 2.5 2.8 
Malaya 7.0 8.2 9.7 11.6 14.0 
Nepal 9.3 10.0 10.8 11.7 12.7 
Pakistan 93.8 105.5 118.6 133.4 149.7 
Philippines 27.5 32.0 37.5 44.2 525 
Thailand 26.2 30.3 35.1 41.8 50.2 
Vietnam 14.1 16.2 18.6 21.2 244 


Of Table 1 it should be said that both the population total shown for 
1960 and the estimated total population for 1980 are appreciably greater 
than the corresponding figures originally compiled at the Karachi Meeting 
of January, 1961. This fact makes the achievement of the Karachi ob- 
jective rather more difficult than was perhaps anticipated. The fresh 
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table is based upon revised population forecasts made at the Meeting 
of Ministers of Education of Asian Member States (Tokyo, April, 1962) 
and upon recent national census figures. 


TABLE 2 
Enrolment in primary schools of the Karachi Plan countries 1958-1961 
Country Enrolment Index 1958 = 100 
1958-59 1959-'60 1960-"61 1961-62 1958-59 1959-'60 1960-61 1961-62 

Total 59,535,910 ` 62,954,030 100 
Afghanistan 123,850 141,562 100 
Burma a) 1,466,331 1,543,874 100 
Cambodia a) 524,361 540,796 100 
Ceylon 1,525,013  1,599,241 100 
India b) 30,229,520 — *31,500,000 100 
Indonesia 7,316,056 8,220,465 8,990,875 Lex 100 
Tran 1135219 1,311164 1,431626 1,552628 100 
Korea a) 3,315,989 3,536,369 3,599,627 ` 3,830,293 100 
+ Laos 95,957 99,302 c) 91,313 d 88,312 100 
Malaya 1,024,039 1,058,020 1,092,256 1,125,440 100 
Nepal a) 110,200 131,400 154,700 182,533 100 
Pakistan d) 4,469,490 ^ 4,614,156  4,754,000 au 100. 
Philippines 3,735,657 3,970,498 4,143,902 4,197,593 100 
Thailand 3,369,103 3,437,832 3,569,595 ES 100 
Vietnam 1,071,176 1,222,590 1,277,802 1,974271 100 


4) Public schools only. 

a Som L-V. 

€) Partial data only. l E 

4 EE Schools only (excluding enrolment in primary classes for middle and high schools). 
stimates. 


Tables 2 and 3 need to be studied together. Interestingly enough, 
the over-all enrolment increase of from five to six per cent each year, 
shown in Table 2, is about the same as that noted in the decade 1950- 
1960. However, since some of the figures for 1960-61 are preliminary 
estimates only, the actual increase may very well have been larger than 
the table would seem to indicate. Table 3 then goes on to indicate five- 
year stages in arriving at the anticipated target enrolment for 1980, 
the total estimated figure for the region being over 240 millions. / 

Five countries had attained by 1960 the target set tentatively for 
1965, while in eight countries the 1960 enrolment was equal to or above 
the number that had been estimated. These facts seem quite promising, 
but expectations of actually reaching 1980 targets in the given time vary 
considerably from country to country. Philippines expects to arrive at 
the 1980 goal within the next five or ten years, while Ceylon, Malaya, and 
Thailand may be in much the same happy position. On the other hand, 
Burma has had to reduce the proposed seven years of compulsory prima- 
Ty education to four years; Iran estimates that it will not reach its target 
until 1983, and Afghanistan reports that its 1980 goal will not be achieved 
until 1990, 
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TABLE 3 
Targets for primary school enrolment by country, 1960-1980 
(in millions) 
Country 1960 1965 1970 1975 1980 
(8.4%) (11.3%) (14.2%) (17.1%) (20.0%) 

Total 66.3 99.5 140.2 187.9 241.6 
Afghanistan 1.2 1.8 25 3.5 4.7 
Burma 1.9 2.8 4.0 5.6 7.5 
Cambodia * 04 0.6 0.9 1.3 I 
Ceylon LEE EDI 1.9 2.8 3.7 
India 35.1 $2.6 73.4 96.2 119.9 
Indonesia 7.9 11.7 16.4 21.9 28.4 
Tran 1.8 2.7 3.8 5.1 6.5 
Korea #20 3.1 4.4 6.0 8.0 
Laos 0.2 0.2 0.3 0.4 0.6 
Malaya * 06 WEEN 1.4 2.0 2.8 
Nepal 0.8 1.1 1.5 2.0 2.5 
Pakistan 7.9 11.9 16.8 22.8 29.9 
Philippines 28 ESG 5.3 7.6 10.5 
Thailand e722 * 3.4 5.0 7.1 10.0 
Vietnam PLA 1.8 2.6 3.6 4.9 


*) These figures are equal to or below actual enrolment in 1960-61 (see Table 2) 


At first sight, Table 4 may seem to have little to do with quantitative 
development. It shows, however, the degree of wastage to be found at the 
beginning of the plan in certain countries of the region. Wastage is indeed 
wasteful, and its conquest will have a marked contribution to make to the 
improvement of enrolment figures. The percentage figure shown for each 
of the seven countries represents the number of children out of each 
hundred beginners that reached the final grade in the expected number 
of years. The remainder fell by the wayside, either by leaving school 
or through retardation. The lowest wastage occurred in Korea and Malaya, 
and the highest in Laos and India, where, however, figures may be in- 
fluenced by some of the considerations mentioned in the foot notes to the 
table. 


Unesco Regional Programme 


The Director-General of Unesco launched the regional programme for 
Asia by establishing a Regional Office for Education in Bangkok in Fe- 
bruary, 1961, and by forwarding the Karachi Plan in the form of a printed 
document (Educational Studies and. Documents No. 41) to all the Mem- 
ber States of Unesco, international organizations, and other agencies of 
international co-operation. He also made a. special appeal to all of them 
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TABLE 4 
Primary school retention rates in public schools in selected countries 


Country Duration of Period Percent of pupils 
primary school in the last grade 
years 

Afghanistan a) 6 1954-1960 

All pupils 49.7 

Girls 47.5 
India b) c) 5 1955-1959 

All pupils 32.4 

Girls 28.0 
Korea 6 1956-1961 

All pupils 85.8 

Girls 83.9 
Laos b) d) 6 1956-1961 

All pupils 13.3 

Girls 15.8 
Malaya 6 1956-1961 

All pupils 79.5 

Girls 68.4 
Philippines 6 1954-1959 

All pupils 44.7 
Thailand b) 4 1957-1960 

All pupils 47.5 


4) Excluding one teacher village schools. 

b) All schools. 

c) Elementary grades I.-V. 

4) Including pagoda and incomplete rural schools. 


to assist the Asian countries, taking the Working Plan only as a frame- 
Work and a guide. Each Asian Member State was expected to formulate 
its own national plan, with the Working Plan as a document of reference; 
and, to help them, a set of documents containing elements for a national 
plan based on locally obtained information and data was also prepared 
and sent in confidence to each country, g 

In June, 1961, a Centre for Educational Information and Studies was 
attached to the Regional Office in Bangkok, to serve as its technical arm 
and to provide for the Asian States the kind of service envisaged in their 
Tecommendations concerning the Regional Education Bureau. 

The Regional Centre for the Training of Teacher Educators was set up 
in Manila, attached to the University of the Philippines, in June, 1962. 
It is conducting a nine months' training course with 28 trainees from 
13 Asian countries, to be completed by March, 1963. The curriculum of 
the course was finalized at a meeting of the Asian Directors of Teacher 
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Training held in Manila in May, 1962, so that the course might cater for 
the common requirements of the Asian States. 

The Regional Centre for the Training of Educational Planners, 
ministrators, and Supervisors has also been set up in Delhi in co-operation” 
with the Government of India, with effect from March, 1962. It i 
hold its first three months’ training course for planners and administra-- 
tors from 15 September, 1962. The second course for school supervisors - 
will begin in December, 1962. The curricula of the two courses were 
finalized at a meeting of Asian planners and administrators held in New 
Delhi in February, 1962. i 

Arrangements for setting up an Institute of School Building Research” 
and Training, to operate in collaboration with the UN Regional Housing 
Centre in Bandung (Indonesia), have been completed. It is expected to be 
opened in September, 1962, and, after an initial period of research work. 
confined to a small group of countries in humid tropic areas, is expected 
to begin the training programme in 1963. D 

Two studies have been prepared, namely, “Teacher Training in Asia” 
and “The Financing of Primary Education in Asian Countries", special 
designed to help the trainees at the Manila and Delhi centres. For thes 
studies, the assistance of high level consultants from the Asian regio 
was commissioned, and the studies are now in the process of being prini 
for distribution to all the Asian States. 

At the request of the governments of Cambodia, Iran, Nepal, Thai 
and Vietnam, case studies on educational planning in relation to econom 
and social development were prepared with the assistance of a team 
two experts, an educator and an economist, for each country. Fina 
acting upon the recommendation of the Meeting of Asian Ministe j 
Education held in Tokyo in April, 1962, a joint Unesco-ECAFE Worki 
Party has drawn up a scheme under which two teams of three exp 
(a development economist, an educational planner, and a statistic! 
will work simultaneously in all the Asian countries for a period of th 
or four months each. Their aim will be to make a detailed factual stug 
of the situation and problems regarding overall educational pla 
within the framework of the national plans of economic and social 
velopment, so that a consolidated report with conclusions may be 
mitted to the next conference of Asian Ministers of Education, expe 
to be held in 1965. The teams are also required to assist the governmen 
concerned in drawing up their plans, and are expected to work duri 
the whole of 1963-64. Asian States are now sending in their requests. 
the Chairman of the Technical Assistance Board to obtain funds for 
implementation of the report of the Working Party. 1 
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Under the Asia Regional Programme of Unesco, assistance was provided 
for the implementation of national projects within the framework of the 
recommendation of the Karachi Meeting to Afghanistan, Burma, Cam- 
bodia, Ceylon, India, Indonesia, Iran, Korea, Laos, Nepal, Pakistan, 
Philippines, and Thailand, on the basis of requests received from them 
at the invitation of tne Director-General. 

The most significant outcome of the Meeting of Ministers of Education 
in Tokyo (April, 1962), however, was the determination of the Asian 
States to accelerate their efforts for the implementation of the Karachi 
Plan, and to extend the Karachi Plan by 1966 to cover other levels and 
types of education, so that there might be a balanced educational develop- 
ment. The findings of the large scale operation teams described above 
will be used as a basis to draw up the revised plan of education for Asia 
during 1965, to be finalized at the next meeting of Asian Ministers of 
Education towards the end of 1965. 

The meeting reviewed the first two years' implementation of the 
Karachi primary education programme on the basis of national reports 
submitted by all the Asian countries, and concluded that the countries 
were making resolute and impressive efforts to extend primary education. 
It decided that each of the eighteen Asian countries would, during the 
next three years, establish a long-term plan of balanced educational 
development integrated into the overall national development plan. 
The meeting also strongly urged that Unesco should expand considerably 
the regional programme for the development of education, giving equal 
emphasis to assisting national projects and to assisting the regional 
activities already indicated. Finally, while asserting the determination 
of the ministers to strain their national resources to the limit for the de- 
velopment of education, which was basic to any schemes of economic 
and social development, the meeting made a fervent appeal to Member 
States, international organizations, and other agencies of international 
co-operation to be more generous, so that the pace of development might 
be accelerated in accordance with their hopes and aspirations. 

The Tokyo Meeting further endorsed six categories of the needs of 
Asian States, as established by the Karachi Meeting, for which foreign 
assistance was urgently needed. It also endorsed the summary of m 
of Asian States, prepared by the Secretariat of Unesco on the basis o 
information submitted by the various Asian governments, and requested 
the Director-General of Unesco to complete it with additional information 
Which might be received from Asian States before the printing of the 
Tokyo Meeting report. Accordingly, in the table presenting a summary 
of needs of Asian States included in the printed Tokyo report (Unesco/ 
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ED/192, pp. 42-43) fresh information received from Malaya and Ceylot 
was incorporated. Information sent by Singapore was received after 
table was printed and therefore is being incorporated in the revised table 
annexed to this paper. This table, in accordance with the decision ol 
the Executive Board of Unesco at its Sixty-First Session held in Pa 
in May 1962, has been forwarded by the Director-General to all the 
Member States of Unesco with the following appeal: “This statement 
of needs is a modest one and it is highly desirable that the Asian 
countries should be assured of the support and participation of all Unes 


countries would be making official requests, through their external aid 
co-ordinating authorities, for specific assistance). 
The Tokyo Meeting, at its concluding session, adopted a "Final Re 


declarations are quoted in full. They read as follows: 


“National Impact of the Karachi Plan 


“1. We have heard and examined the reports from the 18 Asian States, am 
have been impressed with the resolute efforts of these countries to implement the 
Karachi Plan, during the two years which have elapsed since its formulation. 
Although we are at various stages of educational and economic development, mosi 
of us hope to achieve the target of at least seven years of primary education by 
1980, some of us will achieve it earlier, while others will complete a first phase 0 
4-5 years compulsory schooling within this decade. Under the circumstances 
educational and economic prevailing in our countries, this flexible approach and 
application of the Karachi decisions to our countries is considered a wise procedure 

“2, On the basis of this satisfying start, we have taken stock of the tasks before 
us in continuing the extension of primary education during the next two years DE 
fore we meet again. We have noted the heavy financial provisions made by 
country within its national plan, for building more primary schools, training anc 
employing more teachers, providing increased and improved textbooks, schoo 
equipment, meals and medical facilities. We are, many of us, making special pro 
visions for groups who have in the past been consciously or unconsciously dis- 
criminated against — girls, tribal and backward classes, and rural areas — 26 P 
required of us by Unesco’s Convention on the Prevention of Discrimination M 
Education. In this regard, many of us have decided to take early action in our States 
to ratify this important convention. 

“3. In this quantitative expansion of primary education in our countries "AT 
we have begun and we plan to continue, we are aware of the over-riding need 
maintain and continuously improve the quality of education. This we are resol 
to do and have decided on a number of practical measures — involving incre? 
research, improved evaluation, revision of curricula, teaching techniques 
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methods. But here we are faced with a dilemma. We are forced to choose between 
rapid quantitative expansion embodied in the Karachi Plan and required by the 
right of all to education, and restricting that right, in order to maintain and in- 
crease the quality of our educational system, which in itself is a costly undertaking. 
Faced with this unhappy choice, we fear that there may be a danger of some di- 
lution of standards in the short run, and at the first level of education, in the interest 
of attaining the over-riding objective of meeting the demand of all our peoples to 
education. We fervently hope that we can avoid this danger. 


“The National Will to Education and its Contribution to Asian Economic 

Growth 

"4. We have seen in our discussions here, that education in Asia as in other 
parts of the world, is the resultant of the will of our peoples and governments. It 
is their hopes for a fuller, happier life, their desires for a democratic and peaceful 
Society, based on tolerance and understanding, that determine the irresistible urge 
to education in our countries, and decide its extent and content. Our national plans 
and perspectives for the future reflect this, and will continue to do so. 

"5. A new horizon has been opened to us at this meeting. As an Asian inter- 
Bovernmental meeting, we have seen for the first time that education is not only 
the right of our peoples, not only a never-ending source of individual satisfaction, 
it is equally a factor which contributes directly to the economic growth of our 
individual countries. We have seen that even the Karachi Plan on primary edu- 
cation, centred on imparting basic knowledge and skills to the child, the develop- 
ment of resourcefulness of the pupil, and the full use of rural (local) institutions, 
can make an immediate contribution to raising the productivity of our rural 
economies. We now realize that properly planned at all levels of education, in- 
cluding adult education, and fully integrated into national development program- 
mes, education will accelerate the rate of economic growth of all our countries during 
the current decade-a growth rate urgently needed by our people, and which in 
turn conditions the extent to which we can expand our educational systems, 


"Asian Target of Investments in Education 

"6. We have given long and careful thought to these profound motivations 
to, and consequences of, education in our countries. We have taken note of the 
decision of the General Assembly of the UN to term the current decade, the Decade 
for Development, which requires countries to take such action that their aggregate 
national income at the end of the decade will be increasing by 5% ët db n 
this end to promote in every way the development of their human reso! H 
its further SEN Sege) eg to inaugurate a World Campaign against 
Illiteracy; and of the decision of Unesco's General Conference defining the priority 
9f education in economic and social development. We have heard with deep satis- 
faction of the decision at Addis Ababa of our brother Ministers in Africa, to C ek 
immediately 4% of their aggregate national income in education, raising it to 5% 
by 1970 and 6% by 1980. We have also read the Santiago Declaration of our Latin 
American colleagues, which records their decision to raise their investment EE 
for education to 4% by 1965. After taking stock of our varying present situations 
We have decided that Asian countries should move by stages to invest 4-5% of their 
Gross National Product in education by 1980, provided their rate of economic 
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growth as individual countries can afford it. In making this decision, we have been 
inspired by the example of our host country, a sister Asian nation, Japan, which 
has the second highest investment rate in education in the world — which is 5% 
of its Gross National Product. We will be studying Japan's experience carefully, 
with a view to seeing how it can be adapted to the conditions of our individual 
countries. 


“Extension and Completion of the Karachi Plan 


“7, After careful study and review, we have concluded that the Karachi Plan 
is an essential first stage, but only a first stage, in the development of our countries, 
It must be extended to cover all levels of education — primary, secondary, higher and 
adult — in each of our countries. Such a comprehensive educational programme 
needs to be completed by being integrated into the overall national plan of each 
country. We have made detailed and specific decisions as to the procedure, content, 
methodology and techniques which each of us will follow in this regard in relation 
to our varying national conditions during the coming three years. We have requested 
Unesco, in co-operation with ECAFE and other technical specialists, to aid us in 
this task of establishing long-term educational perspective plans, and in putting 
together these national plans into a draft Asian model, which we will examine 
when we meet again in December 1965. We have decided that our short-term plans 
will be based essentially on what is fiscally possible, and that our long-term per- 
spective planning will be based on what is physically possible to each of us edu- 
cationally, (i.e. the rate of growth of our real educational resources, e.g. teacher 
supply) in relation to our economic and social needs. 


“Educational Planning and Educational Technology 


“8, In making this decision to extend and complete the Karachi Plan, we are 
conscious of the great importance of planning and of the use of adequately tested 
educational planning techniques. It is in this somewhat new and crucial area, that 
we recognize our serious lack of manpower. We have, therefore, decided to do 
everything in our power, with such help as we may receive, to increase the number 
of educational planners and administrators in each of our countries. 

“9, In planning the future of our educational systems and carrying the heavy 
financial burden of our expanding high quality educational programmes, we have 
given particular attention to the technology of education. We have tried to EI 
education as an "industry" and have made decisions to eliminate the causes of its 
wastes, and to use in all appropriate ways the new techniques of teaching and 
learning, ranging from a simple film-strip and the modernized textbook to radio 
and television programmes, which may be soon beamed to us from artificial satel- 
lites. All this requires considerable research and investigation in our countries po 
which we will address ourselves. Such developments will, we believe, also contri- 
bute to the maintenance and continuous improvement of the quality of our ed 
cational system - which at least at the second and higher levels, must achieve ant 
maintain standards of the highest quality. 


“Call for International Cooperation 


“10. We have thus made our decisions to maximize our own efforts in this 
all-important area of education. As members of the Unesco family, we now tum 
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to our friends all over the world and call on them to join us in this Asian Crusade 
for a better life. 

“11. We have established, following the Karachi recommendations, a specific 
listing of six material needs for 15 countries engaged in expanding at great costs 
to themselves their primary education programmes, This call is to the Member 
States of Unesco, particularly in Europe, North America, Australia, New Zealand 
and Japan, to private organizations and to Unicef, to come forward and meet these 
modest but urgent needs of our countries and so express their solidarity with us. 
These needs, as endorsed by us, are summarized in the attached Table. We are very 
grateful to governmental and non-governmental agencies who are already aiding 
us in these areas. We have further agreed that each of us will make official requests, 
through the external aid coordinating authority in our country, seeking help from 
these bilateral and multi-lateral agencies. It is our hope that the response to this 
call will be over and above the existing bilateral arrangements, which are com- 
mitted to other equally urgent programmes in our countries. We also request our 
friends to continue and expand their technical assistance to our primary education 
programmes, 
` “12. At this stage, we do not call for financial assistance for the primary edu- 
cation programme, except in the area of teacher training. For our overall educational 
programmes we have considerable foreign exchange costs and we, most of us, face 
a serious gap between what is physically possible educationally and what is fiscally 
possible. In these two areas, financial assistance in the form of grants and loans 
will be needed from bilateral governmental and private sources, and from the 
International Development Association of the IBRD. While emphasizing now the 
specific call for financial aid for existing educational projects, we will, after we 
have established our comprehensive long-term national plans, indicate more fully 
our needs in this area, Meanwhile, we will through our national coordinating bodies, 
Tequest financial aid now from friendly governments and private agencies for 
our educational projects. à 

"13. We are grateful to Unesco for having promoted through the Karachi Plan 
the planning of primary education in Asia, and for convoking this meeting and 
others it has organized and will continue to. We have requested it to act as the 
clearing house for assessing and publicising our material and financial needs. We 
have requested it to continue to help us, in the all-important planning field, and 
with ECAFE and other friendly bodies, to provide us with advisory services and 
training assistance in the long-term educational perspective planning during the 
Coming three years. For this we have decided to use the appropriate machinery, 
to request technical assistance during that period from the Executive Chairman 
of the Technical Assistance Board. We want Unesco to continue with aid to our 
regional educational centres - on research, planning, school building and teacher 
education. We request, with some-emphasis, Unesco itself, to increase substantially 
its regular budget provisions during the forthcoming biennium, to help this n u 
gramme at the national level, particularly with a few priority projects, on whic 
Unesco alone can aid us. A new area which has opened up in this regard, for in- 
Stance, is textbooks and the new techniques of teaching. 


"Our Decision to Act 


"14. We realize that the issues at stake for us, as Asian countries, and for our 


272 A. F. M. K. RAHMAN 


* SUMMARY OF NI 


Annex 
Specification Afghan- Burma Cam- Ceylon India Iı 
istan bodia n 
1. Paper and pulp 2) 
a. Paper, (Metric tons) 568%) 2160 100 190 50000 2 
b. Paper pulp, M 3 ck — — — 12000 . 
2. Printing machinery and technicians 
for the printing of textbooks 
a. Printing machinery 
Letter press, (units) 29) 4 Hl Han | 
Offset press, 5 29) 4) 7) De t 
Type casting machines a Xx 4) y À Gr 
Complete printing shops En — 4) 1 7 20 
b. Technicians 1 m4) 4 — 1 
3. School feeding and health services 
a. School feeding 
Powdered milk, (Metric tons) — — — 40 
Corn meal, n » = — E rz [ 
Flour, n » — — = Sg F 
Cooking fats, » D = c => = i 
b. School health services 
First aid kits (units) — 5000 E [ 
X-ray service "m — 1 — i 
Dental service a — 1 ge 1 
Laboratory n — 1 — J 
Mobile laboratory A — 4 — i 
Mobile cinema MET 4 4 — E 1 
4. School uniform cloth (1000 meters) 250 1800 — 8 
5. Building materials for schools 
Cement, (Metrictons) 600 10) 500 2 ae 
Tron sheets, (pieces) 30000 19 — at Ru 
Metal laths, (Metric tons) — 10 60 u e 
Steel, D 1 6 w E 11 2 
Lumber (1000 board feet) — 10 — a D: 
Fibro-cement boards, (1000 units) — 10 m 11 Bas 
Building cardboard, (pieces) — 10 — = d 
Other building matters 16) 10) = M E: 
6. School equipment 
a. School furniture 
Desk and bench sets, (units) — 18) = qu et 
Other, K c 18) = E et 
b. Equipment for teaching 
ography, (sets) — 18 1000. BS 
Science, Hi SE 18 1000 et 
Agriculture, al 60 18 i 
thers, LE 18 


c. School supplies 


See notes on page 274 
Explanation of symbols: Details not available 
Not required 
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pines pore land 


— 965 S vr 25000 ..5 — 944?) 120 
— — — — 30000 .. — — — 
E 16) — 46 ^ 
€ 18) — 46 d 
= — 3 ` 
— — 1 1 2  — = 1 
= 1 4 3 1 — 4 1 
2000 — ES ae eh ESE EE 
= =  — = Wo 
= E PE T ar 900 axe — — 
— 300 — UN RENNER 
) ës SCH er E p p 
Et 500 X EES SE Bn eu 168 33 
200000 50 14) x KS es 
— 4000 2 rb OR EA 
=S — 14) GT — — 
E ce 14 L — vm 
68 ET 14 RW Pm M ram 
nee gu 14) SCH — 500 15) 
— 2000 aa N eRe RANA 
— 17) 14) CG — — 
Ge 19' 20) 
- zo EMEN ds 
800 4) 1000 NIS ep esti ust BH 
800 1000 — 30000 200?) — 
800 ras en — 30000 — TE 20 
4) 22) = 1800001 zent 
E ll 
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world, are grave .They are the happiness and welfare of our peoples and the peace 
of our world. For such high stakes, we are resolved to do nothing less than our best, 
And on that, our best, rest our hopes of seeing the framework we created two 
years ago at Karachi, put on flesh and blood and the colours of life — which is the 
form and substance of reality — the reality by which men and women, everywhere, 
grow and live.” 


NOTES TO TABLE 


1) Estimated total of specified needs. Does not include needs expressed in monetary 
terms, amounting to US $277,373,816, nor needs not duly specified. 

?) Annual requirements, including printing paper and paper for book covers. 

3) Average annual needs during the period 1962-1963. 

4) Needs not Speed. butit may be assumed that some help in this field is needed, 

5) The equivalent of US $600,000 or more is required annually for purchase of 


?) The specifications include 43 machines of 20 different types. 

The equivalent of US $500,000 would be required to purchase even one set of 
machinery to meet a standard composition of a printing shop. 

; 5,100,000 X-Ray plates are required. 


pue 
) ome additional equipment is also required. 


10) Needs estimated at US $48,000,000. 

11) The sum of US $1,500,000 is needed, half of it for repair of existing, and half 
for construction of new school buildings. 

1?) Building materials for the construction of 40,000 primary schools. 

13) Financial assistance for the construction of prototype elementary school 
buildings is requested. £ 

M) For the replacement, improvement, completion, repair and construction of 
classrooms, including home economics buildings, trade and shop buildings, for 
the period 1962-1963, the amount of US $195,925,928,000 is needed. 

15) Or equivalent in cash in the amount of US $10,000,000. 

19) Paint, nails, glass, nuts and bolts, fittings etc. 

1?) Nails, bolts and nuts, hinges, sets of carpentry tools. 

18) Needs estimated at US $12,800,000. ; 

19) The sum of US $6,545,816 is requested for the construction of 818,227 units 
of two-seater desk and bench sets. 

20) The amount of US $1,500,000 is requested for school equipment. 

21) Magnets, balances, lenses, etc. total cost estimated at US $52,648. 

22) Alphabetical charts and other miscellaneous requests. 

28) Note books, pencils, etc. for some 500,000 pupils. 

?4) Some 150,000 pencils, notebooks, etc. 


ERZIEHUNG UND BILDUNG IN ASIEN 
von A. F. M. K. RAHMAN, Bangkok 


Die neuesten Entwicklungen im asiatischen Erziehungs- und Bildungswesen 
nahmen ihren Anfang mit dem auf der Internationalen Erziehungskonferenz 
(International Conference on Public Education) in Genf gefaßten Beschluß zur Ein- 
führung der allgemeinen und freien Schulpflicht. Diese Entwicklung wurde von der 
Unesco durch eine Reihe von Untersuchungen und Konferenzen weiter gefördert, 
die 1960 in einer Konferenz in Karachi gipfelten. An dieser Konferenz nahmen 
Vertreter der asiatischen Staaten teil, die einen später von der Unesco ratifizierten 
Plan in Vorschlag brachten, nach dem innerhalb von zwanzig Jahren, von 1960 bis 
1980, in ganz Asien eine kostenfreie Grundschulpflicht von mindestens 7 Jahren 
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durchgeführt werden soll. Seitdem haben die teilnehmenden Lander gtoBe An- 
strengungen unternommen, diesen Plan anlaufen zu lassen. 

Als Hilfe zur Durchführung des ,,Karachi-Plans” hat die Unesco Anfang 1961 in 
Bangkok ein regionales Erziehungsbüro (Regional Office for Education) eingerichtet, 
dem drei weitere Dienststellen (in Delhi, Manila und Bandung) angeschlossen sind, 
die jede ihre besonderen Funktionen haben. Alle diese verzweigten Einrichtungen 
arbeiten jetzt reibungslos. 

Im Prinzip wurde eine spátere Erweiterung des Karachi-Plans dahingehend be- 
schlossen, Erziehung und Bildung auch über die Grundschule hinaus in Angriff zu 
nehmen, Ausbildungskurse für Personal in Schlüsselstellungen für das ganze Gebiet 
an den drei regionalen Dienststellen einzurichten und in allen asiatischen Lándern 
Mitarbeiter zur Ausarbeitung von Vorschlagen für künftige Erziehungsplanungen in 
Bezug auf wirtschaftliche und soziale Entwicklungen zu gewinnen. 

Die vorliegenden Berichte lassen eine beständige (in manchen Fällen über- 
wältigende) Zunahme der Schülerzahlen erkennen; der Bedarf an mehr und besser 
ausgebildeten Lehrern wird besser gedeckt, und das Bestreben, Schulgebáude, Aus- 
Stattung und Finanzierung zu verbessern, macht sich immer stärker bemerkbar. 
Besonders hier hat die Unesco helfend eingegriffen, indem sie asiatischen Landern 
beistand, ihren Bedarf an Unterstützung aus dem Ausland anzumelden, und besser 
gestellte Nationen aufforderte, Hilfe zu leisten. 


DEVELOPPEMENT DE L'EDUCATION EN ASIE 
par A. F. M. K. Ramman, Bangkok 


Le nouveau développement de l'éducation en Asie a son origine dans les efforts 
faits par la Conférence Internationale de l'Instruction Publique à Genéve en 1951, 
pour introduire la scolarité obligatoire gratuite et généralisée, Ce mouvement fut 
encouragé par l'Unesco qui organisa une série d'études et de conférences culminant 
dans un stage à Karachi en 1960, au cours duquel des représentants de nations 
asiatiques soumirent un plan, ratifié plus tard par l'Unesco, pour l'introduction de 
l'éducation primaire obligatoire et gratuite d'une durée de 7 ans au moins, dans 
toute l'Asie, au cours de vingt années, entre 1960 et 1980. Depuis lors, les pays 
participants ont fait de grands efforts pour faire réaliser ce plan. 

Pour aider à la réalisation du “Plan Karachi", l'Unesco a établi, en 1961, un 
bureau régional pour l'éducation (Regional Office for Education) à Bangkok, et trois 
autres centres régionaux (à Delhi, Manila et Bandung), chacun ayant ses fonctions 
Spéciales. Tous ces bureaux sont maintenant en pleine activité. ( 

En principe, pour l'avenir on envisage l'extension du Plan Karachi dans le but 
d'y comprendre aussi l'éducation de niveaux plus élevés, d'organiser dans les trois 
Centres régionaux des cours destinés à la formation des cadres pour la région entiére, 
€t d'installer dans tous les pays de l'Asie des experts qui pourront rédiger des plans 
éducatifs à longue vue, en relation avec le développement économique et gcn À 

Les rapports reçus font apparaître une augmentation permanente (quelquefois 
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en plus ferme d'améliorer les bâtiments scolaires, ar idant à faire con- 
A cet égard surtout, l'Unesco a soutenu les pays asiatiques en aidan’ Ron 
naître le support de l'étranger dont ils ont besoin, et en encourageant les nations p 
fortunées à prêter leur assistance. 


PROBLEMES D'EDUCATION DANS LE MONDE ARABE 
par A. Kh. KINANY, Paris * ^ 


I - Problèmes des administrateurs de l'Education 

Comment former assez de maitres et batir assez de locaux scolaires pour 
les enfants arabes qui, chaque jour en nombre croissant, retrouvent le 
chemin de l'école? Ces deux problémes, communs à tous les pays en cours 
de développement, sont plus aigus et plus préoccupants dans la plupart des 
pays arabes qui, malgré leur grande croissance démographique, ont rendu 
leur enseignement primaire gratuit et obligatoire. 

Le spectacle des longues files de parents qui, chaque année, à la fin des 
vacances scolaires, attendent patiemment leur tour pour inscrire leurs en- 
fants aux écoles gouvernementales, lesquelles, dans les meilleures con- 
ditions, ne peuvent contenir que les deux tiers des enfants ayant l'âge 
scolaire; le spectacle des classes surchargées et confiées à des maitres 
souvent en nombre insuffisant et le plus souvent insuffisamment formés; 
celui des éléves passant la moitié de leur journée dans la rue parce que leur 
école, faute de locaux suffisants, est occupée pendant ce temps là par un 
autre groupe d'éléves... Ce spectacle — d'autant plus triste qu'il est 
fréquent — constitue actuellement le cauchemar des responsables de 
l'éducation dans le monde arabe. 

Certes, on construit des écoles dans tous les pays arabes, mais le rythme 
de la construction n'est pas assez accéléré pour scolariser, dans les quelques 
années à venir, tous les garçons et filles ayant atteint l'âge scolaire, ni 
donner satisfaction à tous les élèves qui veulent entrer dans les éta- 
blissements d'enseignement secondaire, que ce soit l'enseignement général 
ou l'enseignement professionnel et technique. On construit quelquefois 
en imitant un type d'architecture étrangére, quelquefois en respectant le 
style local, mais déjà plusieurs gouvernements arabes ont adopté une 
politique de construction scolaire clairement définie et qui semble assez 
réussie. Pour mener à bien cette politique ils ont dà résoudre — ou il leur 
reste à résoudre — des problémes de trois catégories: " 

La premiére concerne le financement des projets de construction. 
Certains pays font appel aux organismes internationaux ou aux program- 
mes bilatéraux d'assistance, d'autres comptent, en grande partie, sur leurs 
ressources nationales et sur la contribution volontaire de leur peuple, 
surtout en main-d'ceuvre. On a vu aussi dans certains pays arabes, surtout 
au Maroc, dans des régions rurales entières s'élever, comme par em 


* L'auteur tient à préciser que, dans cet article, il n'exprime que ses vu 
personnelles. 
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chantement, dans l'espace d'un année et gráce au travail volontaire d'une 
population enthousiaste, un nombre suffisant d'écoles pour accueillir tous 
les petits agneaux qui ont besoin de s'abreuver au ruisseau de l'enseigne- 
ment primaire. 

La seconde catégorie de problémes touche à la construction méme. 
Faut-il utiliser, autant que possible, les moyens du bord, ou acheter des 
écoles pré-fabriquées, solution onéreuse mais plus rapide? Certains pays 
arabes en Afrique ont conclu, aprés beaucoup de recherches et d'études 
que la meilleure solution serait d'importer uniquement la charpente 
métallique. Pour le toit, le parquet, les cloisons, etc., les matériaux locaux 
de construction seraient utilisés. Avec cette solution économique, on peut 
réduire encore le prix de revient si l'on étudie en méme temps la possi- 
bilité — qui est déjà une réalité dans les pays bien développés — d'utiliser 
un type standard d'architecture et des modèles uniformes de portes, 
fenétres, grilles, etc., de telle sorte que le modéle puisse étre copié dans 
les villages et les petites villes, sans avoir recours aux architectes — in- 
génieurs qui se font rares dans les régions rurales, et que les ateliers du 
pays (industriels et méme artisanaux) soient en mesure de fabriquer en 
série une grande partie des éléments de construction, ce qui en réduit le 
prix et en facilite le transport d'une région plus développée du pays à 
une autre qui, du point de vue artisanal, l'est moins. 

Le troisième ordre de problèmes se rapporte à l'usage des bâtiments 
scolaires et à leur construction fonctionnelle. Doit-on, par exemple, 
prévoir des internats dans les écoles primaires? Cette question se pose tout 
particulièrement dans les pays où un grand nombre de petits villages se 
trouvent éparpillés dans une vaste région et où il serait plus pratique et 
plus économique d'établir pour chaque groupe de villages, une seule 
école primaire avec internat. ER 

Par ailleurs, faut-il construire des écoles pour un enseignement primaire 
de quatre ou cinq ans, ou bien pour un enseignement de six ans, tel qu'il 
est dispensé actuellement dans les pays les plus avancés du monde arabe? 

Et les lycées? Faudrait-il les construire indépendants des écoles tech- 
niques et des écoles commerciales, ou vaudrait-il mieux, des points de vue 
pédagogique et économique, les réunir tous dans des ensembles, des 
complexes où l'enseignement général se fertilise en cótoyant la formation 
technique et l'enseignement économique, et où, par un phénoméne 
similaire, l'enseignement professionnel s'enrichit à son tour par l'hu- 
manisme que lui insufle l'enseignement général? t 

D'autre part, où faut-il former les professeurs de lycées? Serait-ce dans 
des écoles normales supérieures indépendantes des universités où la for- 
mation pédagogique prend le pas sur une culture générale approfondie, 
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ou bien dans des institutions faisant partie intégrale des universités où 
lérudition et les recherches approfondies passent avant les méthodes 
pédagogiques, la technicité et la pratique de l'enseignement? Le monde 
arabe n'a pas encore tranché cette question, mais il semble pencher, comme 
en Occident, vers la seconde solution. 

Entin, un autre exemple pour illustrer la diversité et l'importance des 
questions que pose la construction fonctionnelle des bâtiments scolaires: 
les écoles de filles doivent-elles être séparées des écoles de garçons, ou 
plutót l'évolution de la société arabe moderne et les nécessités économiques 
doivent-elles, au contraire, imposer le systéme de la co-éducation? Peu de 
pays se sont prononcés ouvertement sur cette question de fond, qui pour- 
rait faire rugir les défenseurs du conservatisme arabe, quoique la solution 
“de facto” trouvée par la plupart des pays arabes soit déjà entrée dans la 
vie quotidienne normale. Cette solution consiste à refuser catégoriquement 
la co-éducation dans l'enseignement secondaire et à l'accepter dans l'en- 
seignement primaire et dans les universités. Pour l'année scolaire 1961- 
1962, l'Université de Damas groupait 14.000 étudiants et 3.500 étudiantes. 

La formation des maitres pose, A son tour, autant de questions pri- 
mordiales que la construction des établissements scolaires. 

D'abord, le métier de l'instituteur, ce successeur du “cheikh” de l'école 
coranique, n'attire pas suffisamment la jeunesse intellectuelle de nos 
jours; d’où la difficulté de recrutement des maîtres. En effet, à l'encontre 
du professeur (d'adultes) qui est toujours entouré de respect dans le 
monde arabe et musulman, l'instituteur (d'enfants) est l'objet de quelques 
plaisanteries. “Il trouve plus facile, dit-on, de retomber dans l'enfance 
que de faire monter ses éléves au niveau intellectuel des adultes." 

Son róle important dans la renaissance arabe moderne et le róle de son 
prédécesseur, le Cheikh de l'école coranique dans l'éducation du monde 
musulman au Moyen Age n'est malheureusement pas assez reconnu; Cè 
rôle est méme quelquefois ignoré. C'est pourtant l'instituteur arabe, à 
vrai dire, qui, acceptant de végéter dans un métier peu apprécié, mal | 
payé et travaillant dans des classes mal meublées, peu éclairées et peu | 
aérées, a pu veiller pendant les longs siècles de décadence, d'ignorance, — 
d'invasions, de guerres et de misére, à ce que reste allumé le flambeau 
de la science arabe et musulmane, à assurer la survivance de la langue 
classique et à sauvegarder par là, l'unité de la nation arabe. 

Il est curieux que ce rôle héroïque du maitre dans l'histoire arabe 
médiévale et moderne n'ait pas encore fait l'objet d'une étude vaste et 
approfondie. Celui qui se mettra un jour à l'étudier écrira, non seulement 
de la vraie histoire, mais aussi une longue et belle épopée. 

Le rôle que jouera l'instituteur dans la formation de la Nation arabe 
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de demain n'est pas moins important. Déjà on lui demande de ne pas se 
limiter à l'éducation des enfants, on lui prescrit de participer au dé- 
veloppement communautaire de son village, de contribuer à l'éducation 
des adultes et à la lutte contre l'analphabétisme. Là où les moyens audio- 
visuels sont disponibles, l'instituteur est invité à étre le technicien de la 
région, à utiliser la lampe magique et à manipuler le cinéma et le magnéto- 
phone. Dans les campagnes menées par le Gouvernement pour l'éducation 
nutritionnelle, on compte sur lui pour intéresser les enfants et leurs parents 
à manger et à boire plus proprement et plus rationnellement ; par exemple, 
à consommer des légumes et des fruits, à boire beaucoup plus de lait et 
moins de thé et de café, et à lutter contre des préjugés hostiles, dans 
certaines régions rurales, à certains fruits (bananes, par exemple) et au 
poisson. 

Pour former les maitres en nombre considérable, il faut tout d'abord 
les trouver. Pour les attirer, il faut que le métier d’instituteur soit bien 
rémunéré et que les écoles où ils passent leur vie soient confortables et 
bien équipées. Tant que les instituteurs se trouvent étre les moins payés 
parmi les fonctionnaires et les salariés intellectuels, tant que l'ac- 
complissement de leur métier se déroule dans des conditions peu favorables 
et peu attrayantes — surtout dans les régions rurales — il est difficile de 
voir comment les responsables de l'éducation dans les Etats arabes 
pourront recruter les éléments valables de la nation, en vue d'obtenir 
le trés grand nombre d'enseignants dont ils ont un besoin urgent et à qui 
seront confiés, surtout en Arabie Séoudite, Algérie, Mauritanie et au 
Yémen, des tâches immenses et de première importance dont dépendra 
certainement l'avenir de l'ensemble de la Nation arabe. 

Faute de maîtres qualifiés, les écoles primaires regorgent actuellement 
de moniteurs et d'instituteurs auxiliaires qui, malgré Jeur sincérité et leur 
application, manquent de bagage culturel et de technique pédagogique. 
Pour les aider à remplir leur tâche difficile, des cours de formation de 
maîtres en service sont organisés dans la plupart des pays arabes.!) Au 
Liban et au Maroc, ces cours comprennent, en plus des instituteurs et 
des directeurs d'écoles primaires, des inspecteurs et des maitres des 
classes post-primaires. Ils consistent en des stages d'études et de formation 


de quelques mois, qui sont suivis par des visites aux stagiaires dans leurs 


Propres écoles et soutenus continuellement par une documentation péda- 


gogique appropriée, destinée à briser l'isolement de ces apprentis-maitres, 
tout en leur procurant les conseils et les directives nécessaires. 


De leur cóté, les écoles normales continuent 4 former les institutrices 
sont déja organisés en Algérie pour assurer la 


1) Des cours de formation accélérés 
Tentrée scolaire (octobre 1962). 
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et les instituteurs “classiques”, mais hélas! en nombre insuffisant, qui ne 
répond pas aux besoins immenses des écoles primaires arabes. En plus, 
la place de l'école normale dans le systéme éducatif, et la nature de 
l'enseignement à donner aux normaliens restent les deux autres questions 
prioritaires qui méritent une attention spéciale de la part des éducateurs 
arabes. En Tunisie, la tendance est d'intégrer l'enseignement normal dans 
un système où il vit dans le bon voisinage de l'enseignement général, de 
l'enseignement technique, commercial, etc., au lieu d'étre confiné dans des 
écoles normales indépendantes et renfermées sur elles-mémes. 

Quant à l'enseignement à donner aux futurs maítres, sa nature et sa 
valeur dépendent de l'importance accordée à chacun des quatre éléments 
principaux qui le constituent, à savoir: a) la culture générale, b) la 
méthode pédagogique, c) la dextérité dans les travaux manuels, l'ex- 
pression artistique, l'utilisation et la manipulation du matériel et des 
moyens audio-visuels, d) le pouvoir de direction et de supervision selon 
lequel le maítre doit étre formé en vue de pouvoir servir en quelque sorte 
et si besoin est, comme directeur d'école, inspecteur et “leader” de sa 
petite communauté. Certes, il n'est pas si facile d'établir un dosage 
toujours heureux entre ces quatre éléments d'autant plus que le premier 
(la culture générale) reste difficile à définir et que le dernier n'a pas encore 
recu, dans la plupart des pays arabes, toute l'attention qu'il mérite. 

De méme que les artisans ne peuvent travailler sans outils, maîtres et 
éléves ne peuvent rien faire sans les instruments nécessaires: livres, aides 
audio-visuels, tests psycho-pédagogiques, ateliers pour l'enseignement 
technique, laboratoires pour l'enseignement scientifique dans les éta- 
blissements secondaires, centres de recherches pédagogiques, scienti- 
fiques, économiques et sociales dans les universités. 

Les manuels scolaires arabes sont, d'une façon générale, bien conçus 
et bien présentés surtout lorsqu'il s'agit de livres de lecture, de littérature, 
d'histoire, de géographie, de géométrie et de mathématiques. Les manuels 
publiés en République Arabe Unie, en Irak, au Liban, au Soudan, en Syrie 
et au Centre d'ASFEC, à Sirs-el-Layyan (R.A.U.) 1) peuvent être cités 
en exemple. Toutefois, quand il s’agit des livres de leçons de choses (pois 
les écoles primaires) et des livres de sciences naturelles (pour l'enseigne- 
ment secondaire) les auteurs arabes s'appuient plutôt sur la traduction des 
livres étrangers. Tant que les élèves ne peuvent pas nommer en arabe 
littéraire les animaux, les oiseaux, les plantes et les fleurs qu'ils voient 
autour d'eux, tant que les maitres ne trouvent pas en langue arabe toute 


1) ASFEC est le Centre régional d'Education pour le développement commi- 
nautaire dans les Etats en en Egypte er 1951 par l'Unesco et le Gouver 
nement avec la participation de tous les Etats arabes membres de l’ Unesco. 
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la terminologie qui leur permet de transmettre la science et la technologie 
moderne à leurs disciples et de décrire en arabe les caractéristiques 
physiques, géologiques, écologiques, climatologiques, etc., des territoires 
nationaux, un grand effort reste à faire pour la production de livres 
scientifiques valables. 

D'autre part, les "livres des maítres" qui commencent à faire leur 
apparition dans le monde arabe, méritent d'étre soigneusement préparés. 
Ils doivent pouvoir remplir la tâche de “conseillers” pédagogiques qui leur 
incombe auprés des apprentis-maitres et des moniteurs qui, en grand 
nombre, enseignent déjà dans les écoles arabes avant méme d'avoir com- 
plété leur formation culturelle et pédagogique. 

Les moyens audio-visuels, rendus disponibles et à un prix peu coüteux, 
pourraient également venir au secours de ces enseignants auxiliaires in- 
suffisamment équipés pour le métier. 

Quant aux laboratoires scientifiques, ils font toujours défaut dans 
beaucoup de lycées et méme dans quelques universités. L'enseignement 
de la science et de la technologie y est donc théorique et par conséquent 
infructueux. Il est cependant remarquable de constater que certains pays, 
tels que la République Arabe Unie et la Jordanie, sont décidés, non 
seulement à bien équiper leurs laboratoires scientifiques et leurs ateliers 
techniques, mais encore à réparer les instruments scientifiques en usage 
et Aen fabriquer une grande partie dans le pays méme. 


II - Problèmes des politiciens de l'Education 

Les problémes d'éducation que nous avons étudiés jusqu'à présent, 
à savoir: la construction des écoles (et leur équipement pédagogique et 
Scientifique) et la formation des enseignants sont des problémes qui 
intéressent principalement les administrateurs de l'Education tels que les 
directeurs d'écoles, les inspecteurs de l'enseignement, les directeurs de 
bureaux régionaux d'éducation, les hauts fonctionnaires des Ministéres de 
lEducation nationale, les conseillers municipaux, etc. Cependant les 
problémes d'éducation sont tellement entremélés et si bien enchevétrés 
que méme les problémes d'ordre administratif ne peuvent étre résolus sans 
que d'autres problémes d'une nature différente soient résolus simul- 
tanément ou méme au préalable. La construction des établissements 
Scolaires et la formation des maîtres posent déjà - comme nous venous 
de le voir — des questions importantes se rapportant quelquefois a l'éco- 
nomie de l'éducation (modéles des constructions scolaires, utilisation du 
maitre comme agent polyvalent ayant un róle à jouer dans la lutte contre 
l'analphabétisme et dans le développement communautaire) . Bien plus, 
Ces questions ressortissent souvent à la haute politique éducative du pays 
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et présentent une telle importance qu'elles sont soumises au Conseil des 
Ministres et méme au Parlement qui doivent prendre des décisions et 


faire des options (co-éducation, rapport entre l'enseignement général et 


les disciplines professionnelles, durée des cycles de l'éducation, róle de 
l'Université dans la formation des enseignants, arabisation de l'en- 
seignement scientifique et technique, etc.). 

Les problémes auxquels les dirigeants arabes doivent faire face en 
tracant la haute politique éducative de leurs pays sont aussi nombreux et 
complexes que les problémes administratifs qui découlent de la mise en 
application de cette politique. Mais ceux-là sont certainement les plus 
importants. Aux questions déjà mentionnées, on pourrait ajouter les 
suivantes: 

1) Planification. Cet exercice trés difficile consiste pour un pays à: 

(i) déterminer ses objectifs éducatifs propres; 

(i) faire l'inventaire de tous les moyens qu'il possède pour atteindre les 
objectifs au bout d'un nombre déterminé d'années: cadres d'en- 
seignants, d'administrateurs, de techniciens et de pédagogues, 
bátiments, équipement, ressources financiéres, etc. 

(ii) faire l'état de ce qui manque dans ces domaines et prendre les 
mesures nécessaires pour combler les lacunes, dans la période fixée. 

(iv) réviser de temps à autre les décisions prises et les moyens utilisés 
et cela au fur et à mesure que la mise en ceuvre du Plan progresse, 
afin que l'exécution du Plan éducatif s'imbrique continüment sur 
les réalités sociales et économiques du pays et se développe en 
harmonie avec le Plan national de développement général. 

Les pays arabes, comme la plupart des pays en cours de développement, 
sont tout à fait conscients de l'importance et de l'urgence de la plani- 
fication en général, et de la planification dans le domaine de l'éducation, 
en particulier. Cette planification, en réduisant au maximum le gaspillage 
des Ministéres de l'Education, en temps et en argent, fournit aux 
responsables de ces ministères des directives et les tient en alerte con- 
stante. C’est ainsi que presque tous les pays arabes ont déjà leurs plans 
d'éducation de cinq ans, de sept ans et quelquefois de dix ans. 

En avril 1962, ces pays ont établi à Beyrouth (Liban), avec l'aide de 
l'Unesco, un Centre régional de formation des Cadres supérieurs de l'en- 
seignement et de la planification en matiére d'Education dans les Etats 
arabes. 

Cependant les spécialistes arabes versés dans les disciplines et le 
techniques de la planification restent peu nombreux et de leur formation 
en nombre suffisant, dans les meilleurs délais, dépendent le bon usage € 
la mise en exécution des plans éducatifs déjà mis au point. 
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2) Recherches pédagogiques. Les centres de recherches pédagogiques 
sont de vrais laboratoires sans lesquels, ni les planificateurs ne sauraient 
concevoir de plans sérieux, ni les gouvernements faire des options valides 
quant à la haute politique éducative de leur pays. Ces centres existent 
déjà dans le monde arabe, mais en petit nombre et leur développement 
accéléré est en fait un besoin urgent. . 

3) Education populaire accélérée ou formation d'élite? Faut-il donner 
la priorité à l'enseignement primaire afin de scolariser tous les enfants 
d'àge scolaire dans les plus brefs délais et prendre des mesures urgentes 
pour rendre l'enseignement secondaire et supérieur facilement accessible 
à tous les éléves sans trop s'inquiéter de leurs aptitudes ni de leurs 
accomplissements, et sans entraver leur ascension aux cycles supérieurs 
del'enseignement parungrandnombred'examensde passage et de concours, 
ou bien la priorité doit-elle étre accordée à la formation d'une élite qui 
constitue la véritable colonne vertébrale de la nation, d'une intelligentsia 
littéraire, scientifique et technique sans laquelle la nation ne peut gérer 
ses affaires nationales et ses relations internationales, ni réaliser ses plans 
de développement social, économique et éducatif? 

Ce dilemme n'existait pas avant la derniére guerre mondiale dans le 
monde arabe qui — tout comme l'Europe — donnait alors le pas à la 
formation d'une élite; mais depuis, il s'est présenté à tous les pays arabes 
qui ont fait leur révolution nationale, et devant la difficulté du choix, 
ceux-ci ont été amenés à opter pour des solutions de compromis qui, tout 
en attachant la plus grande importance à l'enseignement primaire, à 
l'éducation sociale et à l'éducation des adultes, ne diminuent en rien 
leurs efforts pour la formation des cadres de choix. 

4) Politique scientifique. Le tiers monde, y compris les pays arabes, 
est trés en retard en sciences et en technologie; et le fossé qui le sépare du 
monde développé, surtout en sciences électroniques, nucléaires, cosmiques 
et cosmonautiques s'en va chaque jour s'élargissant, dans des proportions 
qui paraissent ahurissantes. Devant cet état de chose, le monde arabe 
serait appelé pour très longtemps encore à dépendre des pays développés 
d'Europe, d'Asie et d'Amérique. Pour cela, ses centres de recherches 
scientifiques et ses universités devraient rester en liaison trés étroite avec 
le monde développé et l'arabisation de l'enseignement scientifique et 
technologique ne devrait diminuer en rien l'importance de l'étude des 
langues étrangères. Par ailleurs, si les universités arabes doivent intensifier 
les activités de recherches scientifiques pures dans leurs laboratoires, les 
Pays arabes devront de plus se dépécher de créer, à l'instar dela RA.U,, 
des centres nationaux de recherches appliquées ott les recherches scienti- 
fiques sont orientées vers les domaines intéressant l'activité industrielle 
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du pays, notamment en ce qui concerne le pétrole et ses dérivés, ainsi 
que vers les projets d'irrigation et de développement agricole. 

5) Réhabilitation. L'enseignement technique est déjà réhabilité dans 
presque tous les pays arabes. Comme en Europe jusqu'au début du dix- 
neuviéme siécle, il fut dans le monde arabe, jusqu'à la fin de la premiére 
guerre mondiale, le lot des éléves pauvres, orphelins ou cancres. A présent 
il est à l'honneur et les élèves de toutes les souches sociales s'y intéressent. 
Pour illustrer l'intérét croissant des Arabes pour l'enseignement technique 
et technologique, il suffit de mentionner que pendant les deux années de 
1960 et 1961 seulement, de nouveaux instituts de technologie pour la 
formation des ingénieurs d'exécution ont été créés avec l'assistance 
de l'Unesco et du Fonds spécial des Nations Unies, dans les pays suivants: 
Maroc, Libye, R.A.U., Arabie Séoudite, Liban, Syrie et Irak. 

Cependant les travaux manuels qui sont encore plus ou moins négligés 
dans les établissements secondaires d'enseignement général attendent leur 
"réhabilitation". Un grand effort reste encore à faire pour certaines ca- 
tégories d'éléves qui se trouvent handicapés soit du cóté financier et social, 
soit du cóté physique et mental, tels que les enfants abandonnés, les 
orphelins, les infirmes, les attardés mentaux et les délinquants. Des efforts 
encourageants sont déjà déployés dans beaucoup de pays arabes, surtout 
en R.A.U. et au Kuwait, pour leur réhabilitation, la tendance actuelle 
dans le monde arabe étant que les enfants abandonnés et les orphelins 
doivent cesser d'apprendre séparément dans des écoles spéciales et des 
orphelinats, et que les infirmes, les attardés et les délinquants doivent 
étre considérés comme récupérables, dans ce sens que l'on peut améliorer 
leur éducation et leur apprendre un métier qui fasse d'eux des éléments 
utiles dans la nation. Il faut avouer, toutefois, que l'éducation de ces 
catégories d'enfants reste un des problémes difficiles à résoudre. 


III — Problèmes fondamentaux de P Education 

Il est vrai que l'Education est un ensemble de disciplines permettant 
à une nation d'utiliser au maximum ses ressources humaines en apprenant 
à chacun de ses citoyens un métier pour lequel il est généralement qualifié. 
Mais la tâche principale de l'Education et son but ultime sont: 

3) la transmission de la culture traditionnelle pour rendre les citoyens 
conscients de leur personnalité historique; 

b) l'initiation des citoyens à la civilisation contemporaine de leur pays 
(et des autres pays du monde), et cela afin de leur permettre de vivre €? 
harmonie avec leur société et à se conduire en bons citoyens, loyaux & 
utiles; 

c) l’inculcation dans l'âme des citoyens des valeurs morales et des 
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idéaux qui les portent constamment, en faisant appel au meilleur d'eux- 
mémes, à participer activement à la création d'une société meilleure au 
double point de vue national et international. 

Ceci voudrait dire que, s'il y a des problémes d'éducation qui intéressent 
particulièrement les administrateurs et d'autres et qui sont en premier lieu 
la responsabilité des politiciens et des dirigeants du pays au niveau le plus 
élevé, les problèmes fondamentaux de l'éducation intéressent effectivement 
l'ensemble de la nation et les solutions que l'on essaie de trouver doivent 
étre recherchées avec le concours actif des maitres de la pensée de la 
nation: érudits, philosophes et leaders sociaux. 

Parmi les problémes fondamentaux de l'éducation dans le monde arabe, 
mention devrait étre faite spécialement des suivants: 

1) Traditionalisme, humanisme et technologie. L'un des problémes qui 
se pose à présent aux penseurs et aux éducateurs de l'Occident 1) est celui 
de la présence, dans leurs sociétés, de deux cultures bien distinctes, qu'il 
faut absolument concilier pour la bonne formation du citoyen moderne: 
celle de l'humanisme occidental et celle de la science et de la technologie. 

Dans le monde arabe, le besoin pour cette conciliation se fait sentir d'une 
manière encore plus urgente, mais cette conciliation est assez compliquée; 
car le monde arabe qui est déjà bien imprégné de la civilisation occidentale 
moderne ne doit pas seulement s’interesser à la conciliation de l'humanis- 
me occidental et de la technologie, mais il doit en plus accommoder ces 
deux cultures avec son propre traditionalisme et sa religion musulmane. 

Ce qui rend ce probléme extrémement difficile et exceptionnellement 
délicat à résoudre c'est que les intellectuels arabes formés selon l'une de 
Ces trois cultures représentent la majorité, tandis que les intellectuels qui 
ont subi, pour leur formation, l'influence des trois cultures à la fois 
restent peu nombreux. 

2) Religion, idéalisme et matérialisme. La culture d'une nation ne 
consiste pas seulement en des chefs-d'œuvre philosophiques et littéraires, 
des découvertes scientifiques et des réalisations techniques et esthétiques. 
Car tous ceux-ci ne sont que des produits de la culture, des extériorisations 
Plus ou moins concrétes de sa séve nourriciére, de son élan vital à travers 
les âges. Ce sont en général les caractéristiques de la civilisation à laquelle 
elle donne naissance. Mais l'essence de la culture et sa réalité profonde se 
trouvent dans ces valeurs, ces aspirations et ces idéaux qu'elle se propose 
d'atteindre dans son épanouissement ultime. 

La culture arabe, jusqu'au dix-neuviéme siécle, a trouvé ses valeurs, ses 
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aspirations et ses idéaux dans la religion musulmane qui est la religion de 
la plus grande majorité des Arabes. Toutefois, depuis que les cultures - 
occidentales ont pénétré dans le monde arabe (au moment oü celui-ci se 
réveillait d'un long sommeil de décadence) par le colonialisme, le commerce, 
le tourisme, les écoles étrangéres, les livres, les journaux, les films, la 
radio, la télévision, etc., et depuis qu'un grand nombre de l'élite actuelle 
des pays arabes se sont formés dans des universités occidentales, le heurt 
entre les valeurs culturelles occidentales et les valeurs culturelles arabes fut 
inéluctable et donna lieu à des chocs fréquents, qui ont été trés souvent de 
part et d'autre des actes de pur fanatisme. 

Dans le domaine de l'éducation, ce probléme est donc le plus épineux, le 
plus explosif que les penseurs et les éducateurs arabes aient à résoudre. 
D'un côté, ils ne peuvent pas ne pas enseigner à leurs élèves les cultures 
occidentales indispensables à la formation de l'homme du vingtième siècle. 
D'un autre côté, ils ne peuvent non plus s'abstenir de parler des systèmes 
de valeurs de ces cultures et d'essayer de les comparer à ceux de la culture | 
arabe et musulmane. Or, lorsqu'il s'agit des valeurs morales occidentales 
basées sur des religions métaphysiques semblables à l'Islam, la tâche n'est 
pas difficile, mais là où les valeurs morales à expliquer et à faire apprécier | 
sont basées sur des doctrines dont l'idéalisme est social, dépourvu de tout 
fondement métaphysique, ou matérialiste et athé n'ajoutant pas foi au 
bien-fondé des religions, alors la tache des penseurs et des éducateurs 
arabes devient presqu'impossible. Devant cette situation oü la conci- l 
liation entre culture occidentale et culture arabe s'avère irréalisable, 
penseurs et éducateurs arabes se trouvent alors placés devant les trois 
solutions suivantes: 

a) La première consiste à renier les valeurs traditionnelles et à les 
remplacer par les systèmes de valeurs de l'Occident. Cette solution, pré- 
conisée par certains penseurs, n'est actuellement adoptée et ne sera adoptée 
que par une infime minorité. Car il n'est pas d'exemple dans l'histoire des 
peuples qu'un peuple ait pu changer complétement sa couleur ou sortir 
entièrement de sa peau. Bien plus, cette solution pourrait faire perdre aux 
Arabes l'originalité de leur culture et méme leur personnalité en tant que 
nation, en les mettant, au point de vue culturel, à la remorque de T'Oca- 
dent et en leur donnant uniquement le róle passif d'adopter et d’assimiler, 
dans le présent et dans l'avenir, ses doctrines philosophiques, économiques 
et politiques qui d'ailleurs ne sont pas toujours elles-mémes en parfaite 
harmonie. 

b) La seconde solution est de glorifier le systéme de valeurs arabe: 
de les défendre en face de celles de l'Occident. Cette prise de position, qu 
est d'ailleurs celle de la majorité des Arabes, est compréhensible. Ellen ê 
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rien de reprochable excepté que, en excluant toute conciliation avec le 
système de valeurs occidentales elle aboutira à isoler la culture arabe et 
à la séparer des autres cultures qui exercent une influence dominante sur 
la destinée de notre monde au vingtième siècle. 

c) Etant donné que l'isolement de la culture arabe conduira certaine- 
ment à son appauvrissement et d'autre part, étant donné que sa concili- 
ation avec les cultures occidentales n'est pas toujours chose aisée, Ia seule 
solution qui reste aux penseurs et aux éducateurs arabes serait de se lancer 
sincérement dans des activités qui aideraient le monde arabe à ‘mieux 
connaitre’ et ‘apprécier’ les valeurs morales, intellectuelles et esthétiques 
du monde occidental. Les Arabes dans le passé, lorsqu'ils étaient à l'apogée 
de leur puissance et de leur civilisation, ont toujours accepté la présence 
d'autres cultures et d'autres religions au sein méme de leur société. De 
nos jours, ils n'ont jamais été hostiles aux efforts de rapprochement déjà 
amorcés dans leur société par un certain nombre de grands écrivains et 
d'éminents éducateurs. Cependant, les efforts à déployer pour ‘mieux 
connaître’ et ‘apprécier’ le système de valeurs des autres, ne doivent pas 
être demandés aux Arabes seuls. L'Occident, à son tour, devrait faire un 
grand effort dans ce domaine pour que se réalise, dans les plus brefs délais, 
une meilleure compréhension et une appréciation mutuelle des valeurs 
culturelles entre le monde arabe et l'Occident.!) 

3) Individu, Etat et Société. Des spécialistes des Sciences sociales 
croient pouvoir discerner, dans presque toutes les sociétés, les trois groupes 
Sociaux suivants: 

a) Groupe social traditionel: Dans ce groupe, l'individu est dominé par 
la tribu, par le clan et subit pleinement l'influence de la tradition. C'est 
la tradition qui le porte à se conduire conformément à des règles solidement 
établies et religieusement respectées. Les circonstances de leur vie n'étant. 
pas très variées, les individus appartenant à ce groupe social réagissent 
tous, dans une situation donnée, d’une façon plus ou moins similaire et 
bien déterminée. Toute défaillance au respect de la tradition développe 
Chez eux le sentiment du ‘péché’. 

b) Groupe social ‘à principes’ où l'individu ayant pensé et repensé sa 
tradition, en dégage lui-méme des valeurs morales et des régles de conduite 
Qu'il “interiorise”, et unit en un ensemble de principes qui régissent sa vie 
intérieure aussi bien que son comportement social. Cet ensemble de prin- 
cipes (tels que, par exemple, la détermination de consacrer sa Vie à servir 
Sa patrie ou à venir en aide aux pauvres, aux veuves et aux orphelins, ou 
à accumuler des richesses, etc.) fait que l'individu appartenant à ce groupe 
Een 
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doit faire face à des situations variées et imprévues et lui permet de trouver 


en chaque circonstance, une solution individuelle adéquate. Toute dé- - 


faillance à ces principes produit, chez lui, le sens de la ‘culpabilité’. 

c) Groupe social radar. C'est le groupe social des pays trés industriali- 
sés et hautement organisés où l'individu se trouve constamment en pré- 
sence de situations qui le dépassent, des organisations sociales qui l'é- 
crasent, des découvertes scientifiques et des applications techniques qui, 
loin de l'éclaircir, l'intriguent et font naître en lui la peur d’être dépassé 
par son temps. Il ne comprend ni les décisions politiques parce qu'il n'est 
pas au secret de l'Etat, ni les législations administratives qui sont appli- 
quées d'une facon automatique. Il a souvent peur d'étre mal jugé, et 
devant la complexité des situations il ne sait quel parti prendre. Il se 
réfugie dans un conformisme plus 'snob' que sincére et croit trouver dans 
ce conformisme son propre salut. Comme un radar, il passe sa vie à détecter 
les dangers pour les écarter, et il les évite en se conformant aux desiderata 
de la société. Pour se coiffer, s'habiller, meubler sa maison, se divertir, 
chanter, danser, choisir la ligne et la couleur de sa voiture, il suit la mode. 
Elle le dispense de penser et le protège des critiques. Quant aux problèmes 
sociaux et politiques c'est son journal qui pense et juge pour lui, et pour 
l'instruire ou le divertir ce sont les programmes des cinémas, de la radio et 
de la télévision qui choisissent pour lui, tout en façonnant son goût et en 
empreignant à leur maniére sa pensée. Faute de se conformer à cette 
société si exigeante qui est le produit de l'organisation poussée et de la 
grande industrialisation, l'individu se sent complétement perdu. Il est 
perplexe et dans les cas d'excés, il est fou, il est délinquant, il est déprimé, 
il est surtout dévoré par ‘l'anxiété’. 

Les spécialistes des Sciences sociales qui croient trouver ces trois groupes 
sociaux chez tous les peuples rappellent que toutes les sociétés ont passé 
historiquement par les stades de développement appartenant à chacun de 
ces groupes, que l'on peut, par ailleurs, trouver les trois groupes chez les 
différents peuples méme à notre époque, que ces groupes peuvent méme 
coexister dans la méme société. Selon ces spécialistes, l'individu peut 
appartenir, pendant son enfance et son adolescence au groupe social 
traditionnel, pendant sa jeunesse il passe au groupe social à principes pour 
enfin s'intégrer plus tard au groupe social radar, ou bien encore, le méme 
individu pourrait, dans certaines situations se comporter comme s'il ap- 
partenait à un groupe, et dans d'autres, comme s'il était d'un groupe 
différent. 

La grande táche de l'éducateur est de discerner le groupe auquel ap- 
partient chacun de ses éléves, à chaque nouvelle situation. Cette tâche né 
peut, certainement, étre bien remplie que par des enseignants trés bien 
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formés. Elle devient plus difficile lorsqu'il s'agit d'éléves appartenant au 
+ groupe social radar qui est toujours plus influencé par la pression sociale 
extérieure que par celle que le maitre exerce à l'intérieur de l'école. 
Toutefois, la tâche la plus ardue dans ce domaine, n'est pas celle des 
enseignants mais plutót celle des pédagogues et des penseurs qui s'in- 
téressent à donner à l'éducation dans leur pays une orientation qui pro- 
tégerait la personnalité de l'individu et sa liberté contre l'intervention 


démesurée de l'Etat et la pression écrasante de la société; le poids de 
celle-ci pése quelquefois, le fait étant que dans certains pays, la pression 
de la société est plus étouffante que l'intervention directe de l'Etat. 

Les sociologues arabes modernes sont fort conscients de la présence de 
ces trois groupes sociaux dans leur société et méme de l'interpénétration 
quelquefois trés curieuse que ces groupes présentent entre eux. Les péda- 
gogues arabes s'appliquent déjà à leur tour à former des maítres capables 
de discerner ces trois groupes sociaux et de les guider utilement. Il reste 
à la Nation Arabe de trouver une doctrine socio-économico-politique 
qui, appliquée à l'éducation, reconnaisse à l'Etat ses prérogatives 
modernes, mais préserve en premier lieu la personnalité et la liberté de 
l'individu de l'étouffement que peut occasionner la pression officielle et 
sociale. Sans cette doctrine, digne du libéralisme et de l'uniyersalisme de 
la culture arabe, un des problémes fondamentaux de l'éducation dans les 
pays arabes restera insoluble. 

De quelque maniére qu'on l'envisage, l'Education présente, à tous 
les niveaux et partout dans le monde, un ensemble de problémes variés 
et complexes, souvent brülants, toujours actuels et changeants. Pour 

_ parler donc de l'éducation, surtout dans une région sensible et en pleine 
évolution comme le monde arabe, il serait nécessaire de traiter de chacun 
de ces problémes en détail. Tel était au début notre propos; mais, dans le 
Cadre étroit de cette étude — comme le lecteur, que nous souhaitons 
indulgent, s'en rendra compte - nous n'avons pu qu'effleurer ces problèmes, 
légèrement, comme pour en dresser le bilan. Cet article ne constitue done 
qu'un exposé schématique, ou si l'on veut, une table des matiéres d'un 
livre qui reste à écrire. 
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ERZIEHUNGSPROBLEME IN DER ARABISCHEN WELT 
von À. Kh. Kinany, Paris 


Die Erziehungsprobleme in der heutigen arabischen Welt sind ebenso zahlreich 
und tiefgreifend wie die in anderen in der Entwicklung stehenden Teilen der Welt 
(Asien, Afrika und Lateinamerika). 

Natürlich unterscheiden sich die Erziehungsprobleme entsprechend den be- 
schlossenen Vorhaben in Art, Wichtigkeit und Vordringlichkeit. Jedoch über- 
schneiden sich diese Probleme unabhängig von ihrer jeweilig festgesetzten Klassi- 
fizierung und Vordringlichkeit derart und hängen eines vom anderen in einem so 
starken Maße ab, daß man unmöglich nur die einen behandeln und die anderen 
ausschließen kann. Wenn diese Probleme also nicht alle gleichartig in Erscheinung 
treten, so sollten sie doch als gleichrangig angesehen werden. 

Unter diesem Gesichtspunkt versucht der Autor, die Erziehungsprobleme in der 
arabischen Welt in drei Gruppen einzuteilen: 

(a) die mit der Erziehungsverwaltung am engsten verknüpften Probleme; 

(b) Fragen der Erziehungspolitik ; 

(c) grundsátzliche Erziehungsprobleme in einer Welt, die bestrebt ist, westliche 
Wissenschaft und Technik, westlichen Humanismus, muselmanische Tradition und 
arabischen Humanismus miteinander zu vereinen. 

Diesen auBerordentlich wichtigen Bestrebungen fehlt es sehr an Informations- 
material, vor allem in europáischen Sprachen. Der Autor weist aber darauf hin, 
daß er in der glücklichen Lage ist, seit sechs Jahren mit den Erziehungsministerien 
in der arabischen Welt in engem Kontakt zu stehen und die meisten arabischen 
Länder fast jedes Jahr besuchen zu können. Er weiß auch, daß die Erziehungs- 
probleme in der arabischen Welt, die er in seinem Artikel nur leicht streifen konnte, 
eine ernstere und tiefer schürfende Behandlung verdienen. Er betrachtet seine 
vorliegende Arbeit auch mehr oder weniger nur als eine Art Inhaltsangabe zur 
Einführung in ein Buch, das über diese Probleme geschrieben werden kénnte. 


EDUCATIONAL PROBLEMS IN THE ARAB WORLD 
by A. Kh. Kinany, Paris 


Educational problems of the contemporary Arab world are as numerous and a 
acute as those in other regions of the developing world (Asia, Africa and Latin 
America). - 

It is true that educational problems differ in nature, importance and priority 
according to accepted plans. However, no matter what classification is established 
or order of priority adopted, educational problems are so intermingled and corr: elated, 
that it is impossible to deal with a few only to the exclusion of the others. Even 
though they do not all fall under the same light, they should all be shown in the 
same picture, 

Keeping the above remark in mind, the author has endeavoured to classify 
educational problems in the Arab world into three groups: 

(a) those mostly related to educational administration; 
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(b) questions related to educational policy, and 

(c) fundamental problems of education in a world which is actively looking for 
a compromise between western science and technology, western humanism, Moslem. 
traditionalism and Arab humanism. 

There are few references — particularly in European languages — on the subject, 
despite its vital importance. However, the author has had the advantage and 
privilege of direct contacts with Ministries of Education in the Arab world during 
the last six years, and has been able to visit most Arab countries almost every year. 

The author realizes that educational problems in the Arab world deserve a more 
serious and profound treatment, whereas they have been touched only lightly in 
his article, which he regards simply as a table of contents introducing a book which 
could be written on the subject. 


CURRENT EDUCATIONAL TRENDS AND CONTROVERSIES 
IN CEYLON 


by J. E. JAYASURIYA, Peradeniya, Ceylon 


Educational developments in any country can be understood only in 
their historical setting, and in order to appreciate the meaning and 
significance of recent trends and controversies in education in Ceylon 
today it is necessary to take our minds back a few years. A convenient 
starting point is the year 1931, which marked the introduction of universal 
adult franchise (a step that immediately sent up the number of voters from 
200,000 to 1,150,000), the establishment of a form of government that 
teduced the control exercised over Ceylon by the British Colonial Office 
(Ceylon had been under the British Crown since 181 5) and gave more power 
than ever before to the elected representatives of the people. These two 
measures of political reform had important consequences for education, 
The common man began to be more articulate and to ask for a fair deal 
in education, and the government had to take note of his demands and to 
be sensitive to his needs. The schools of the time were divided into English 
schools, Sinhalese schools and Tamil schools according to the medium of 
instruction employed. The English schools were fee-levying and opened 
the way to higher education and the best vocational opportunities. The 
Sinhalese and Tamil schools, on the other hand, were free but had poor 
teacher resources and limited curricula and did not lead to higher edu- 
cation or lucrative occupations, From the point of view of management, 
there were schools managed by the state, others managed by religious 
denominations and in receipt of state aid, and yet others managed by 
religious denominations without state aid. 

The immediate demand of the populace which now had their votes and 
could elect their representatives was for the expansion of educational 
facilities in numerical terms by the provision of more school places, while 
the qualitative differences and inequalities were more or less taken for 
granted in these early years. The action which the State Council (the 
elected body of representatives of the people) and the Executive Committee 
for Education (a committee of the State Council) could take to meet the 
needs of the people was limited by the fact that the operative legislation 
in the field of education consisted of the Education Ordinance of 1920. 
While, by the change of constitution in 1931 , responsibility and power had 
devolved on the State Council, yet by the Education Ordinance of 1920 
administrative power and responsibility in the field of education were 
wielded by an official, namely the Director of Education; and the Board 


TRENDS AND CONTROVERSIES IN CEYLON 293 


powered to frame regulations subject to approval by the Governor in 
incil. Although measures to rectify this anomaly were mooted in 1931 
and although it was said in 1932 that the revision of the Education 
ance was “in the hands of the draughtsman”, 1) the new ordinance 
not see the light of day until 1938, the seen and unseen hands of forces 
sed to the transfer of power to the representatives of the people 
having been largely responsible for causing this delay. Finally, it was on 
Ist September 1939 that the new Education Ordinance (No. 3 of 1939) 
e law. Meanwhile the Executive Committee for Education had gone 
with the expansion of educational facilities, and the years 1931 to 
9 saw an increase of about 1,000 schools, representing a 25% increase 
the number in 1931. The number of pupils on roll increased by about 
! 50% and the expenditure on education also rose by about 50%. 
"An event of far-reaching importance in the history of education in 
Ceylon was the appointment in 1940 of a Special Committee on Education, 
T consisting of 23 persons under the chairmanship of Dr. C. W. W. Kan- 
‘Tangara, Minister of Education, “to investigate the defects of the present 
“educational system and to recommend: measures of reform necessitated 
"by the changed conditions” 2) in the country. The deliberations of the 
Special Committee took three years, and in its Report published in 1943 
listed the following as some of the major defects of the educational 
. System: 
| (i) the absence of a genuine equality of opportunity on account of the 
existence of “two types of schools — one attended mainly by those who 
can afford to pay fees, and the other attended by those whose means 
—— do not permit them to do so”; ?) 
(ii) the existence of two types of education according to the language 
medium used, the one through English receiving favoured treatment 
Land serving as a badge of superiority while the other through the 
national languages (viz. Sinhalese and Tamil) was relegated to an 
». unimportant position; : 
iii) the excessively academic and uniform character of the curriculum 
_ provided in all schools and its lack of relevance to the practical 
aspects of life. 
Another issue which it discussed was the existence side by side of a state 
System of public education and a privately managed but largely state, 
m 


1) Administration Report of the Director of Education for 1932, Ceylon. p. 10. 
,.) Report of the Special Committee on Education, Ceylon Sessional Paper xxiv 


of 1943, p. 11. 
B) Ibid. p. 139. 
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aided system. These were the pivots round which subsequent developments 
and controversies were to take place, and it would be useful to follow ' 
them up in some detail. 

The Special Committee, concerned that according to the existing 
educational set-up a worthwhile education was received only by "children 
of a certain economic level or social position” 1), took the bold step of 
recommending that education should be free from the kindergarten to the 
university. This proved a very popular recommendation with the mass 
of people, though there were protests from certain quarters that the 
country could not afford it. The State Council approved the recommen- 
dation in 1945 and, as from October of that year, all state schools became 
free, while grant-in-aid schools were given time till 1950 to decide. Most 
of these schools, too, joined the free scheme before the prescribed date, 
and only 15 out of over 3,000 schools opted to become fee-levying schools 
without state aid. Thus, by the end of 1950 all but 15 out of over 6,000 
Schools provided free education. 

With a view to eliminating the invidious distinctions associated with 
the language medium, the Special Committee recommended that the 
medium of instruction in the primary school should be Sinhalese or Tamil 
for all Sinhalese and Tamil children, while English was to be taught as a 
compulsory second language. This recommendation, too, gave rise to a 
great deal of controversy, some arguing for the retention of the English 
medium for the children of any parents who preferred it, but the recom- 
mendation received the approval of the State Council and became law 
in 1945. In regard to post-primary schools, the Special Committee 
recommended that in the lower department of post-primary schools 
Sinhalese (with or without English) or Tamil (with or without English) 
should be used as the medium for Sinhalese and Tamil children respectively. 
This recommendation, too, was approved by the State Council in 1945. 
By the Education (Amendment) Act No.5 of 1951, the Minister of 
Education was empowered to extend the use of the national languages to 
post-primary classes, and acting under these powers the Minister began 
to extend the use of the national languages progressively year by year in 
the post-primary schools, the most important exception allowed being 1n 
the case of Science and Mathematics for which English could continue to 
be used for a period of time. Thus, by the year 1959 Sinhalese and Tamil 
had become the media of instruction throughout the post-primary school 
including the General Certificate and Higher Certificate levels, except in 
the case of General Certificate and Higher Certificate Science and Mathe- 


1) Ibid., p. 76. 
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matics, for which the use of the national languages is still optional. 
Meanwhile, English continues to be taught as a second language. The fact 
that entrants to the Faculty of Arts at the University had had their entire 
school education through the medium of Sinhalese and Tamil meant that 
as from 1960 the University had to teach Arts subjects through Sinhalese 
and Tamil. At present, therefore, even second year Arts courses at the 
University in such subjects as History, Economics and Geography are 
being taught through the media of Sinhalese and Tamil, while special 
classes in English are provided in order to assist students to read the 
extensive literature available in English. Every stage of the switch over in 
the medium of instruction from English to the national languages was 
marked by controversy. While those in favour of the continued use of 
English urged that an adequate number of books in the national languages 
and an adequate number of teachers to teach through the national 
languages were not available, and that the national languages were not 
appropriate media for communicating modern knowledge, others insisted 
that these difficulties could be overcome with a little effort and that the 
national languages should be given pride of place in the educational set- 
up of the country. Experience has shown that the fears of the former 
group were largely unfounded and that the transition from English to the 
national languages has been a smooth and fruitful one. It is not yet known 
for how much longer the option to teach Science and Mathematics in 
English at the General Certificate and Higher Certificate levels would 
continue. The majority recommendation in the recently issued Interim 
Report of the National Education Commission 1) was to the effect that the 
option should cease progressively year by year in respect of each class 
beginning with the year 1962. As this recommendation has not yet been 
considered by the Government, it cannot in any case be put into effect 
this year. 

The Special Committee on Education also directed its attention to the 
problems caused by the excessively academic and uniform character of the 
curriculum provided in all schools. With a view to diversifying education, 
the Special Committee recommended that at the end of the primary stage 
children should be made to sit for a selective examination and assigned 
either to “secondary schools leading to the University and professional 
colleges” or to "senior schools leading to polytechnics and technical 
Schools" or to “practical schools leading to agricultural and trade schools". 
This allocation of pupils to schools was, however, not to be regarded as 
final, and there was provision for a further test on completion of three 
n Commission, Ceylon Sessional 


1) Interim Report of the National Educatio 
Paper I of 1962, 
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years of post-primary education. The State Council, in its discussion in 
1945 of the Special Committee's recommendations, was not in favour of 
selection at the end of the primary stage and it decided that children 
completing primary education should proceed to three years of Junior 
Secondary education, after which there would be a fitness test for allo- 
cation into Senior Secondary and Senior Practical Schools, due regard 
being also paid to the wishes of parents and to school records. Strangely 
enough the Education (Amendment) Ordinance No. 26 of 1947 made no 
mention whatever of a fitness test or of any allocation to schools. The 
test was, however, held on an optional basis in 1949 but no allocation of 
pupils took place for the reason that Senior Practical Schools had not been 
established. A White Paper entitled Government Proposals for Educational 
Reform in Ceylon 1) tabled in 1950 before the House of Representatives 
(after Ceylon became independent in 1948, the House of Representatives 
replaced the State Council as the assembly of the elected representatives 
of the people) recommended that the State Council’s decision in 1945 to 
establish Senior Practical Schools should be varied, that education in the 
primary school should be followed by three years of academic and practical 
studies in a Junior Secondary School, and that at the end of the Junior 
Secondary course there should be a fitness test on the results of which 
pupils would be sent up to Senior Secondary Schools having both academic 
and practical streams, those failing to qualify “being given the option of 
leaving school or of being transferred to Vocational Schools for the 
establishment of which plans are being worked out with the Departments 
of Agriculture, Commerce and Industries", 2) or of carrying on “academic 
studies at private schools or at Assisted Schools” as fee-paying pupils.*) 
These proposals were accepted by the Government and embodied in the 
Education (Amendment) Act No. 5 of 1951, and a test for selection of 
children was held for experimental purposes in 1951. From the years 1952 
to 1955, the test was held and though small numbers of children were asked 
to leave school on the ground that they were not fit for senior secondary 
education, the Vocational Schools proposed in the White Paper were not 
established. There was public outcry at this state of affairs and in 1956 
the Cabinet “decided to suspend the holding of the examination pending 
the provision of facilities for those who will be rejected as unfit for further 
academic education”, 4) Meanwhile, the secondary schools both in their 
junior and senior divisions continued as in the past to draw their inspi- 


d Ee Proposals for Educational Reform in Ceylon, Colombo 1950. 
id., p. 7. 
3) Ibid., p. 16. 


^) Administration Report of the Director of Education for 1956, p. 4. 
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ration from the grammar schools in the United Kingdom and to offer a 
heavy academic curriculum unsuited to the needs of the fast increasing 
number of children pursuing secondary education. Only about one 
secondary school in ten had facilities for science, technical or commercial 
subjects, and the emphasis was almost wholly on the humanities. Further- 
more, the five-year secondary course intended for all secondary school 
children had as its goal for many years the Senior School Certificate 
Examination (akin to the Matriculation Examination of London Uni- 
versity) and later the General Certificate of Education Examination (the 
counterpart of the examination by the same name in the United Kingdom), 
the complete lack of realism about this state of affairs being implicit in the 
assumption that the kind of examination attempted by 25 to 30 per cent 
of British children is within the capacity of every child in Ceylon who 
chooses to remain in the secondary school for five years. Needless to say, 
there are heavy casualties at the examination and children stagnate in the 
G.C.E. classes repeating the examination, the number repeating the course 
and the examination being in the neighbourhood of 50,000 a year in the 
past year or two. Nor do those passing the examination find it easy to get 
employment, as the employment market holds out prospects only for the 
small percentage who have passed in science, technical or commercial 
subjects. The National Education Commission has given much thought to 
these problems and recommended that the school system should take the 
form of a basic eight-year school, to be called a junior school and intended 
for the compulsory age range and, to provide post-junior education of 
high quality, a network of senior schools “functionally distinguished but 
enjoying genuine parity of status as determined by staffing, curricular 
offerings, vocational openings, and opportunities for further education”. 1) 
The Report also states, “In planning the provision of education beyond 
the Junior School stage we have had in the forefront of our minds the 
Consideration that the prime need of the country is for accelerating the 
pace of economic growth, and that pride of place must perforce be given 
| to agriculture, commerce and technology." ?) Official reactions to the 

Proposals of the Commission are awaited with interest. í 

The Special Committee on Education also gave a great deal of consider- 
ation to the problems arising from a dual system of schools — a state- 
controlled system and a largely state-aided denominational SANE 
but recommended that both types of schools should be permitted to exist 
side by side. Certain conditions were, however, suggested in regard to the 


Tecognition of future denominational schools and these conditions were 
nn nn 


1) See footnote 1 
2) Ibid.. BOR ) on p. 295, p. 27. 
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embodied in the Education (Amendment) Ordinance No. 26 of 1947. They 
proved quite distasteful to denominational bodies and their repeal was 
urged in the White Paper of 1950 and carried out in the Education 
(Amendment) Act No. 5 of 1951. After the introduction in the year 1945 
of free education, all denominational schools, with the exception of 15 
which opted to be outside the free scheme, became entitled to receive 
from the state the total salary bill payable to the teachers to whom each 
school was entitled and a sum of money, known as the Maintenance and 
Equipment Grant, calculated on a certain objective basis. While financial 
help on a liberal scale became available from the state to the denomi- 
national schools which entered the free scheme, no fixed maintenance or 
equipment grant was available to state schools and they remained in an 
impoverished condition receiving a measly pittance from time to time. 
Public opinion began to be increasingly sensitive to such manifest in- 
equalities. There was also palpable waste and over-provision of educational 
facilities in some areas on account of the denominational system and all 
of it had to be supported by the state. Whereas in certain areas there could 
be found sometimes within a square mile four different denominational 
Schools with four science laboratories and four sets of science graduates 
teaching at the Sixth Form level to about four or six students in each 
School, in other areas there might not be a single science laboratory for 
500 square miles, all the schools in the area being able to afford facilities 
only for the commoner Arts subjects. Another important issue was that of 
religious instruction. Most schools managed by Roman Catholic and 
Protestant organizations had Buddhist, Hindu and Muslim children in 
them (in fact, in some schools the majority of children belonged to 
different religion from that of the proprietors of the school), and such 
children were not provided with any religious instruction. Finally, as the 
state finances began to dwindle the spotlight began to be turned more and 
more on the inequalities, wastages and injustices of the dual system of 
state and denominational education, and there was a popular cry that the 
state aided denominational schools should be taken over and a unified 
system of state schools established. There was much controversy over this 
demand, but it received majority support in both Houses of Parliament 
and became law as the Assisted Schools and Training Colleges (Special 
Provisions) Act No. 5 of 1960. Thus, except for 15 schools which had be- 
come private and fee levying under Act. No. 5 of 1951 and 48 schools 
which became private and non - fee — levying under Act No. 5 of 1960, all 
the other schools in Ceylon, numbering over 8,000, are state schools. Itis 
being argued strongly that the 63 schools which are outside the state 
scheme constitute pockets of economic privilege and religious separatism 
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and that they should be absorbed in the state scheme. Supporters of these 
shools are equally vehement in their insistence that private schools 
should continue to exist. 
What had been regarded by many educationists as the greatest obstacle 
"to educational reform has been largely removed by the abolition (except 
for the 63 schools mentioned above) of denominationalism in education. 
“The schools now belong to the people and not to private proprietors. 
Thousands of Buddhist, Hindu, Muslim and Christian children, who had 
been denied religious instruction because they attended schools managed 
by proprietors belonging to religions other than their own, are now 
receiving religious instruction, for under the new dispensation every child 
is entitled to receive instruction in his or her religion. The Interim Report 
of the National Education Commission advocates a scheme of zoning 
which will ensure that every school will serve all the children in a given 
geographical area, and that no test of economic status or religious 
affiliation will be applied in the matter of admissions. 

While Ceylon has no doubt one of the best developed systems of edu- 
cation in South Asia, it has far to go before it can be considered satis- 
factory according to the best standards in the developed countries of the 
West. Education is in substantial measure not compulsory yet, the peak 
of attendance being reached only during the ages of 7, 8 and 9 when 90% 
are in school, while only 66% are in school by the age of 13. About a third 
of the teachers employed in schools have had no professional training. 
There is an acute shortage of teachers for science and technical subjects. 
A vast school building programme is necessary and yet the poor state of 
the country's finances does not permit it. Officialdom in the top ranks of 
the Ministry of Education and the Department of Education tends with 
few exceptions to be unimaginatively rooted in the grooves of its own 
thinking and unappreciative that any educational wisdom could exist 
outside its own ranks. Advisory bodies such as the Central Advisory 
Council on Education and the Examinations Council, for which existing 
legislation provides, have been allowed to become defunct by the ruse of 
Not making fresh nominations at the expiry of a period of office. The 
Interim Report of the National Education Commission itself appears to 
have been put into cold storage and not yet placed before. the elected 
Tepresentatives of the people. Public interest in education is, ho 
real and live, and as it is also generally well informed and progressive one 
Can await the future hopefully. 


however, 
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GEGENWARTIGE STRÓMUNGEN UND GEGENSTRÓMUNGEN 
IM ERZIEHUNGS- UND BILDUNGSWESEN IN CEYLON 


von J. E. JAYASURIYA, Peradeniya 


Ceylon war seit 1815 britische Kolonie, erhielt 1931 ein bedeutendes MaB an 
Selbstregierung und erlangte 1948 seine Unabhängigkeit. Mit diesen konstitutio- 
nellen Veränderungen gingen die Bestrebungen nach Bildung und Erziehung für 
alle, nicht nur für einige wenige, Hand in Hand, und seitdem haben die Bildungs- 
môglichkeiten eine bemerkenswerte Ausweitung erfahren. 1943 hat eine Sonder- 
kommission (Special Committee on Education) die Mángel im bestehenden Erziehungs- 
wesen untersucht und in einem Bericht zusammengefaBt: (a) Es bestehen immer 
noch ungleiche Voraussetzungen und zwar einmal dadurch, daB die schulgelder- 
hebenden Schulen über gutes Unterrichtsmaterial verfügen, während die schulgeld- 
freien Schulen nur kümmerlich ausgestattet sind; zum anderen ist der Übergang auf 
hóhere Bildungsanstalten nur von den Schulen aus móglich, deren Unterrichts- 
sprache Englisch ist, wührend die Schulen, die in den Eingeborenensprachen 
(Singhalesisch oder Tamil) unterrichten, diese Méglichkeit nicht bieten. (b) Die 
Probleme, die einmal aus dem zu betont akademischen Lehrplan aller Schulen und 
zum anderen aus dem Nebeneinander von staatlichen und konfessionellen Schulen 
erwachsen, harren noch der Lósung. Auf Empfehlung des Special Committee wurde 
1945 (1) der schulgeldfreie Unterricht vom Kindergarten bis zur Universitát ein- 
geführt und (2) in allen Schulklassen, einschlieBlich der beiden ersten Universitats- 
jahre, Englisch durch Singhalesisch und Tamil als Unterrichtssprache ersetzt, wo- 
von nur die Naturwissenschaften und Mathematik ausgenommen sind. Beide Maß- 
nahmen blieben nicht ohne Opposition. Das Hauptgegenargument entspringt dem 
allgemeinen Verlangen nach Abschaffung der konfessionellen Schulen, weil (a) diese 
vom Staat großzügig unterstützt, die staatlichen Schulen jedoch vernachlassigt 
werden; (b) beide Schularten oft ráumlich dicht beieinander liegen, wodurch un- 
nótig viel Lehrkráfte und Lehrmittel benótigt werden; (c) tausenden von Kindern, 
die einer anderen Religionsgemeinschaft angehóren als die Schulinhaber, der 
Religionsunterricht vorenthalten wird. Nach einem 1960 erlassenen Gesetz sind 
diese Schulen vom Staat zu übernehmen, und heute gibt es nur noch 63 Privat- 
Schulen, denen mehr als 8000 dem Volk gehórende Schulen gegenüberstehen, die 
jedem Kind Unterweisung in seiner Religion gewahrleisten. Manches Problem bleibt 
noch zu lósen, darunter auch das der verschiedenen Bildungszweige. Die National 
Education Commission (eine staatliche Kommission) hat die laufende Aufgabe, 
Vorschláge zur Reorganisation des Schulwesens auszuarbeiten. 


TENDANCES ACTUELLES ET CONTROVERSES 
DANS L'EDUCATION AU CEYLAN 


par J. E. Jayasurıya, Peradeniya 


Le Ceylan qui devint colonie britannique en 1815 et jouit d'une autonomie SC 
large dés 1931, accéda à son indépendance en 1948. Ces changements constitu- 
tionels entrainérent l'idée d'une éducation pour tous, et non seulement pour quel- 
ques-uns, et depuis lors les possibilités d'instruction se sont largement développées. 


l 
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-1943 une commission spéciale (Special Committee on Education) a relevé les 
uts de l'éducation traditionnelle: (a) des inégalités concernant les possibilités 
uction sont causées, d'une part, par le fait que les écoles recevant des ré- 
tributions scolaires sont bien équipées en matériaux éducatifs, tandis que les écoles 
tuites en manquent; d'autre part, le passage à l'éducation supérieure n'est 
ible que pour les écoles dont la langue d'enseignement est l'anglais, et non pour 
écoles se servant d'une langue indigéne (cingalais ou tamil); (b) des problémes 
tent, d'une part, des programmes trop académiques de toutes les écoles et, 
tre part, du système dualiste d'écoles publiques et d'écoles confessionnelles, En 
1945, à la recommandation du Special Committee, furent introduits (1) l'instruction 
- gratuite de l'école maternelle jusqu'à l'université et (2) le cingalais et le tamil comme 
me d'instruction au lieu de l'anglais à tous les niveaux et pour les deux premières 


sitions furent critiquées. La controverse principale résulta de la demande 
de suppression des écoles confessionnelles parce que (a) celles-ci jouissent 
e aide générale de la part de l'Etat, tandis que les écoles publiques sont négli- 
; (b) souvent le voisinage d'écoles des deux genres représente un gaspillage de 
personnel et de matériel éducatif; (c) des milliers d'enfants appartenant à une 
religion différente de celle des propriétaires ne regoivent pas d'instruction religieuse. 
une loi de 1960 toutes ces écoles passérent à la charge de l'Etat. Aujourd'hui il 
existe plus que 63 écoles privées, tandis que plus de 8000 appartiennent au peuple 
"et assurent à chaque enfant l'instruction dans sa propre religion. Plus d'un problème 
restent à résoudre, entre autres celui de la diversité de l'enseignement. Une com- 
mission nationale permanente (National Education Commission) s'occupe de 
rédiger des suggestions pour la réorganisation de l'enseignement. 


TRENDS AND PROBLEMS 
IN EDUCATIONAL RESEARCH IN POLAND 


by Wincenty OKON, Warsaw 


I should like to begin by outlining the methodological principles which 
are the basis of extensive educational research in Poland. The subject of 
research are facts immediately related to education, such as the processes 
of training and instruction; self-education and learning; aims, contents, 
development, methods, means and organization of education. There are 
marked differences between the factual field of education and other social 
phenomena. Some social sciences examine general manifestations of the 
life of societies and individuals (e.g. history, sociology, psychology) ; others 
examine some specific forms of activity, (e.g. economics, medicine) and 
human expression (e.g. linguistics, history of art). Pedagogy should be 
classified within the second group. The subject of its study is a definite 
form of social activity, viz. educational activity with the aim to transform 
people in accordance with ideals and social tasks, as they develop histori- 
cally. 

Educational activity (instruction and training) is made up of actions by 
the teacher and the pupils. These actions are followed by definite results. 
The pupils acquire information, skills, habits, attitudes, world outlook 
and certain standards of evaluation. Various kinds of influence bring 
about definite changes in the pupils. If these changes, particularly the 
deep and permanent ones, are ignored, the mere recording of the teacher's 
and the pupils' actions is just gliding over the surface of facts. 

Thus, it is not any fact observable in the educational process that 
presents an interest to the research worker. This can only be the kind of 
fact manifesting some definite regularity, i.e. one that helps to find out 
dependencies between the teacher's behaviour, the pupils’ behaviour and ` 
the changes that have been brought about in the pupils through their 
teacher's influence and their own behaviour. These are mainly dependen- 
cies between the specific subjects, methods and conditions of the teacher s 
and the pupils’ work on the one hand and the results of instruction and 
upbringing on the other. 

By adopting this kind of interpretation of fact in educational research We 
simultaneously take the view that education is not merely a descriptive 
science let alone a speculative one, but a science which explains educational. 
phenomena in a causal way: this involves the necessity of examining the ; 
regularity of these phenomena and even establishing educational laws: 

The cognitive function of educational science consists in explaining tie | 
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causes of all educational phenomena and establishing interdependencies 
between the teacher's activity, the pupils' behaviour and the results that 
these causative factors of activity and behaviour are followed by. Unless 
the cognitive function is thought of in this way, the scientific character of 
pedagogy cannot be at all sustained. 

At the same time it is to be assumed that only by explaining the causes 
of educational phenomena and establishing the dependencies which occur 
in the processes of instruction and training, self-education and self-training, 
proper conditions can be created for educational science, to perform a 
practical function. It is only too evident that norms of educational activity 
drawn from objectively stated dependencies of cause and effect in edu- 
cational processes are of greater value than norms laid down subjectively 
by means of speculation or an unchecked experiment. 

Considering now in more detail some characteristics of the various 
trends and problems in educational research in Poland we have to 
emphasize that, in the aggregate, studies are based on the methodological 
principles described above and so they have nothing in common with the 
prewar study of education which was totally different in this respect.!) 
The other essential distinction is that prewar work in this field rested 
. mainly on speculative assumptions, while current work concentrates on 
scientific research. 

The most important lines of educational research in Poland are phil- 
osophical education, experimentation, educational psychology, social 
education and comparative education. 

Representatives of philosophical education deal with the most general 
questions of teleology, epistemology and educational methodology. Along 
with full-fledged scholars who were already professors of education before 
1939 the staff also includes somewhat younger research workers. Foremost 
among the problems which are taken up under this heading are the 
Questions of educational teleology. The problem of the aims of education is 
extensively examined in the works of Professor B. Suchodolski, the leading 
Polish educationist of the present day. He chiefly occupies himself with 
the aims of socialist education and investigates both their origin, mainly 
on the basis of the work of Marx and Engels (in his work Grundlagen der 
marxistischen Erziehung, Berlin 1961), as well as their contemporary 
conditions and their future prospects. (Education for the Future, Warsaw 
19602). In addition, he has inquired into the changes of aims and ideals of 
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education in the past. Of particular interest is his latest research in the 
field of the so-called philosophical anthropology where he has examined 
the historical development of the concept of man as influenced by various 
social and historical factors which are expressed in philosophy and art and. 
which determine also the formation of educational ideas. A broad treatment 
of this subject is already in print. 

Professor Suchodolski's name also appears among a group of scholars ? 
interested in epistemological questions. He has treated the problems of 
the social function of educational science, the classification of educational 
trends and the characteristics of educational science (e.g. La pédagogie et 
les grands courants philosophiques, Paris 1960). Also the research of 
Professor Woloszyn on the problem of educational norms ought to be 
mentioned here. ' E 

Therehas recently been more and more interest in the problemsof method- 
ology of educational science especially those concerning the application 
of experiment in didactic research (W. Okoń, K. Lech, W. Zaczynski), 

The main current of empirical research in Polish education is linked up 
with the experimental trend. Apart from experiment other research 
methods are also employed; however, observation and experiment, 
particularly the natural one, are regarded as fundamental methods here, 
This trend could not possibly be called “experimental education” which 
was turned by its founders, Meumann, Lay and Binet, into applied psy- 
chology related to child-centeredness. Our experimental trend is pre- 
eminently educational and it attempts to inquire into the objective - 
dependencies between teachers, pupils and the results of instruction and 
training that occur in various didactic and educational processes. Among 
these the process of teaching (and learning) enjoys the greatest popularity 
mainly because it is organized and therefore it offers a relatively easy 
method of measuring the results. 

, Research on the teaching process, which has been carried out in Poland 
for ten years, centres mainly in and around the Institute of Education 
and the Didactics Department of Warsaw University where it is guided by 
Professor W. Okon. Originally it concentrated on the analysis of the 
teaching process and its consecutive stages. It was at that time, too, that 
W. Okon’s book The Teaching Process (German, Japanese and Russian 
translations) developed. Gradually it embraced the problems of school 
learning such as the acquisition of knowledge and skills, the forming of 
notions and attitudes, the application of knowledge. Many of the results 
of this research have already been published in parts (the writings of W. d 
Czerniewski, I. Altszuler, I. Janiszowska), much of it is still in process 5 
being carried out. 
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earch in the development of activity and independence among 
en and young people is of a particularly wide scope in the general 
mme of research on the process of teaching and learning in Poland. 
rch in problem-and-group teaching holds a prominent place here. 
it dealt with the teaching of physics in high schools, subsequently 
as extended to the teaching of other science subjects and now also 
udes the humanities. It has in addition also been concerned with the 
jer school grades. It serves to verify the hypothesis that pupils best 
evelop independent thinking and activity when they acquire knowledge 
‘skills by means of solving theoretical and practical problems. At the 
e time, as has been demonstrated by the so-called follow-up research, 
is carried out two or three months following experimental classes, 
kes the pupils’ knowledge increase much more rapidly. By thus 
g the foundations of the traditional school with its presentation of 
made knowledge we at the same time examine ways of making the 
nization of pupils’ work in classes more efficient. We strive to link, in 
Tational way, traditional forms of classroom activity, i.e. individual and 
S work, with group work assuming that the latter trains the pupils in 
thinking and in carrying on the external dialogue which is subse- 
uently transformed into an internal dialogue which, in turn, serves to 
‘consolidate the pupils’ knowledge and their social sense. Group work is of 
i twofold character in our research: either the class, broken up into groups 
‚four to five persons, solves a theoretical or practical problem common 
all the groups, or each of the groups works on a different problem which 
| part of a common task for the whole class. Both organizational forms 
the pupils’ work and their combinations with individual and mass work 
be resorted to not only in class but also in home study and in extra- 
icular activities. Among the books dealing with problem-and-group 
hing that are worth noting are studies by W. Okon, J. Bartecki, 
X. Lech, Cz. Kupisiewicz as well as E. Fleming's research on the teaching 
and that of T. Woźnicki on the use of the tape-recorder in French 
age teaching, both the latter connected with the application of new 
Mo visual techniques. 

With Polytechnical education beginning to be introduced in our schools 
been necessary to undertake research in the choice of contents, 
ds and organization of this education. As a result of this research, 
based on experimental schools, a number of books have been 
ten among which those by T. Nowacki, I. Szaniawski and R. Polny 
Worth noting. . EN ? j 

le on the subject of experimental research we must not ignore the 
Experimental schools, all the more so as it gains in scope from year 
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d "Të year so as to include at present some dozens of schools, several Kinder. 
gartens, children’s homes and other educational institutions. In spite of% 
considerable differences among these experiments the following three kinds 
can be distinguished: experiment in structure and programme, in method 
and in organization. 

Experiment in structure and programme consists in looking for 
possibilities of structure and programme changes in the educational system 
An example of research in new structural solutions is the experiment; 
recently started by B. Suchodolski where the problem of streaming and 
professional training of pupils in the senior grades of general high schools? 
has found a much bolder solution than in the official Ministry of Educatio 
project. Foremost among the numerous programme experiments are those | 
dealing with the choice of contents in polytechnical education. 

Experiment in method deals with the introduction into schools of new 
methods and techniques. Here belongs the experiment now conducted b 
several general and vocational schools aimed at a marked increase in the 
number of grade-to-grade promotions, also experiments in the field of 
group-and-problem teaching in the various school grades and subject 
groups, as well as experiments in the application of new audio-visual aide" 
in teaching and training. 

Among experiments of an organizational character are attempts to 4 
bring into school a new educational system based on a better organizatio 
of educational work at school and on an increased activity of the youn 
people themselves, (W. Szczerba, A. Lewin) as well Mig i 
running adjustment groups in the first and the higher grades in order ft 
give an equal start to all children. * 

Educational psychology also deals with educational questions but the,” 
methods used to examine them are those of psychology. Of particular y 
importance here are the studies on learning and memorization (W. + 
Szewczuk and J. Pieter), especially a penetrating study by Professor W e 
Szewczuk, and J. and N. Reutt's research on adult learning. Thanksto the ^ 
assistance which this research provides to social educators it performs An} 
outstanding role in a country where the adult drive to education H 
universal phenomenon. . P 

Prominent in this field is Professor Szuman, whose scholarly work 184 
extensive and varied. As the authorof the excellent book The C. hild's Ant 
dealing with the creativeness of children in ‚drawing, and other, more 
recent publications on the subj@pt of aesthetic education and the 
influence of art on man, he is unéqualled i sPoland. Outstanding is also, 

his work on the psychology of the preschool and school age which is based _ 
on his own researches and those of his colleagues. Among topics of interest; 


L 
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| inthis connection we should mention his latest work on the pupils’ attention ` 
» in class based on an analysis of class records. ^ 
à "Among other psychologists whose researches and writings exert a 
_ marked influence on the development of Polish education are L. Wołoszyn 
` and S. Gerstman, who deal with the problems of parental influence on 
» child upbringing, H. Spionek, who has inquired into educational difficul- 
‘ties and juvenile delinquency, M. Zebrowska and J. Koblewska, in con- 
|.» nection with their studies on the reception of the action film by children, 
"and S. Kowalski, who has published works on the subject of personality 
“and the development of the child's speech and thinking. 
We should further mention, in particular, Professor M. Grzegorzewska, 
| "who has for years carried out research and published on the subject of 
“special education (particularly her valuable Education of the Blind), and 
“M. Doroszewska, the author of a work on educational therapy. 
_ While the former two subjects are studied mainly by experimental 
|. methods the principal approach to social education is by means of socio- 
graphic methods. This trend has a rich tradition in Poland which is 
« particularly connected with the name of H. Radlinska. Her students, 
_ guided by Professor R. Wroczynski, have recently made some very active 
| contributions. Besides, there are a considerable number of educationalists 
who use the same methods. 
3 1 The studies in the field of social education are concerned in the first 
k place with the functioning of various educational and tutelary institutions, 
Mother than schools, the educational system in these institutions and their 
„influence on teenagers and adults (R. Wroczyfiski), adult learning and 
in (K. Wojciechowski, T. Pasierbinski, J. Landy-Tobwiiska, F. Ur- 
| baticzyk and T. Parnowski). 1 
h Fairly important among other social inquiries are those on the leisure 
» occupations of adolescent youth and adults and studies on the kind of 
"influence that is exerted on leisure-time activities by means of mass 
» Communication such as magazines, books, theatre, radio, television as 
` Well as sport and tourism. Sociologists, headed by Professor Szczepañski, 
‚are foremost in this field. 
There is also research on the ways in which educational processes are 
_ Conditioned by milieu. Outstanding here are particularly the studies of 
» School failures (J. Konopnicki, J. Bartecki) and of the development on 
world outlook among farmers (J. Kuczynski) and teachers (M. Kozakie- 


Wicz). The latter type of studies is particularly concerned with getting at 
the dynamics of the development of scienti 
„ence of the milieu and educational activity. ‘ 

There remains to be discussed just one more trend in e 
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research, which has recently been particularly fashionable in the United 
States, namely that of comparative education. This trend has a rather 
strong native tradition in Poland as it was followed by several outstanding | 
educationists of the interwar period (B. Nawroczynski, B. Suchodolski, 
L. Chmaj, H. Rowid). The first two of these are continuing to be interested 
in it as well as in their main fields of inquiry. They have studied the 
classification of trends and currents in contemporary world education and 
the research methods in comparative education. Among the numerous 
studies on education in various countries mention should be made of 
Professor Nawroczynnski’s work on the school system in France and 
K. Kotlowski's work on the British school system. 

In connection with the school reform in Poland, which is now under 
way, there is a great deal of interest in the studies of the school systems. 
at home and abroad. The works of Professor M. Falski are of singular 
importance in this field. According to a diagram worked out by Falski 
School systems in various countries can be compared without reference 
to the various names of school stages. There is also a valuable work by 
the same author on the reform of the school system in Poland. M. Pe- 
cherski has carried out an extensive Study comparing school reforms in 
various countries. He has also published a book on school reform in the 
U.S.S.R. 

To conclude this review of the major trends and problems in educational 
research in Poland, which, of necessity, is sketchy, a few words must be 
said about the organization of these researches. They are mainly concen- 
trated in departments of education in eight universities and four colleges - 
of education. The University of Warsaw has the greatest number of these 
departments with a separate Faculty of Education which includes 5 depart- ` 
ments of education (general, didactic, social, special and comparative), 
one of the history of education and three of psychology. The Institute of 
Education, which numbers sixty research workers, is a special centre of” 
educational research. It is in fairly close contact with the Ministry of 
Education where the results of the Institute's research are incorporated 
in educational projects. The Institute has six departments dealing with 
general education, professional training, upbringing, adult education 
school organization and documentation. Besides the departments of 
education and the Institute there are also a number of smaller and less \ 
important units dealing with educational research. 

Co-ordination of educational research all over the country is the task 
of the Educational Science Committee which was appointed by the 
Polish Academy of Science. Its functions are those of sponsoring, planning 
and co-ordinating research. For example, the latest work of a wider scope 
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undertaken by the Committee has been the preparation of the all-Polish 
five-year plan of educational research. The Committee is also responsible 
for the publication of The Library of Educational Classics, a. series of 
educational monographs and the periodical entitled Educational Studies. 


ZIELE UND PROBLEME DER PADAGOGISCHEN FORSCHUNG 
IN POLEN 


von Wincenty Oxon, Warschau 


Der vorliegende Artikel charakterisiert die Gebiete der pädagogischen Forschung 
in Polen und behandelt einige Probleme auf diesem wissenschaftlichen Forschungs- 
gebiet. 

Zu den gegenwärtig wichtigsten Gebieten gehören: allgemeine Pädagogik, Experi- 
mentalpädagogik, Psychopädagogik, Soziologie der Erziehung und vergleichende 
Erziehungswissenschaft. 

Erstere befaßt sich mit Teleologie, Epistemologie und Methodologie der päda- 
gogischen Wissenschaften. 

Das Hauptgebiet der empirischen Forschung in Polen stützt sich vor allem auf à 
experimentelle Untersuchungen, wozu die Korrelation zwischen dem pädago- 
gischen EinfluB des Erziehers, dem Verhalten der Schüler und den Ergebnissen der 
Erziehungstütigkeit gehören. Im Vordergrund stehen folgende Forschungsgebiete: 
der Erziehungsprozeß, die Entwicklung der gedanklichen Unabhängigkeit der Schü- 
ler, der Einfluß der produktiven Betätigung auf die schulischen Leistungen, die 
audiovisuellen Mittel usw. Diese Forschungen werden in enger Zusammenarbeit . 
mit zahlreichen Versuchsschulen durchgeführt. 

Die Psychopädagogie wird von Psychologen nach psychologischen Methoden 
angewandt. Zu den wichtigsten Forschungsproblemen gehören: Erwachsenen- 
bildung, Untersuchungen über Aufmerksamkeit, Gedächtnis und Interesse der 
Schulkinder, ihre Reaktion auf Filme und Probleme der Elternerziehung. { 

Die Soziologie der Erziehung bedient sich soziographischer Methoden. Zu ihrem 
Forschungsbereich gehören die Aufgaben der außerschulischen Bildungsstätten 
und ihr Einfluß auf junge Menschen und Erwachsene, der Milieueinfluß auf den 
Erziehungsprozeß, die Freizeitbeschäftigung von Jugendlichen und Erwachsenen 


und die Stellung der abgegangenen Schüler. d 

Die vergleichende Erziehungswissenschaft hat in Polen eine alte Tradition. Ihr 
Arbeitsgebiet umfaßt die Schulsysteme und Schulreformen in anderen Ländern 
sowie Untersuchungen über Erziehung und Unterricht in einigen bestimmten 
Ländern. 
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TENDANCES ET PROBLEMES DE LA RECHERCHE PEDAGOGIQUE 
EN POLOGNE 


par Wincenty Oxon, Varsovie 


L'article caractérise les tendances dans des recherches pédagogiques en Pologne 
et il présente quelques problémes de la recherche scientifique dans ce domaine. 

Parmi les plus importantes tendances actuelles on peut citer: la pédagogie 
générale, la pédagogie expérimentale, la psycho-pédagogie, la sociologie de l'édu- 
cation et l'éducation comparée. 

La premiére s'occupe des problémes de la téléologie pédagogique, de l'épistémo- 
logie et de la méthodologie des sciences pédagogiques. 

Le mouvement principal des recherches empiriques en Pologne est basé surtout 
sur les recherches expérimentales. Ses représentants font des recherches sur la corré- 
lation entre l'influence pédagogique de l'éducateur, le comportement des éléves, et 
les effets de l'éducation. On s'occupe surtout des recherches concernant le processus 
de l'éducation, le développement de l'indépendance de la pensée des élèves, l'in- 
fluence de l'activité productive sur les résultats scolaires, les moyens audio-visuels, 
etc. Ce mouvement est lié aux activités de nombreuses écoles expérimentales. 

La psycho-pédagogie est pratiquée par les psychologues selon les méthodes psy- 
chologiques. Parmi les plus importants problémes des recherches on cite: l'enseigne- 
ment des adultes, les recherches sur l'attention, la mémoire, l'intérét des enfantsà 
l'âge scolaire, la réception des films par les enfants et les problémes de l'éducation 
des parents. 

La sociologie de l'éducation se sert des méthodes sociographiques. Elle comprend 
des recherches sur le fonctionnement des institutions éducatives extra-scolaires, et 
leur influence sur les jeunes et les adultes, sur l'influence du milieu sur le processus 
de l'éducation, sur les loisirs des jeunes et des adultes et sur la situation des anciens 
éléves des écoles. 

La pédagogie de l'éducation comparée a une longue tradition en Pologne. Elle 
comprend des travaux concernant les systémes scolaires et les réformes scolaires 
dans les autres pays et des études sur l'instruction et l'éducation dans certains pays. 
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RECENT TRENDS AND PROBLEMS OF ELEMENTARY 
AND SECONDARY EDUCATION IN JAPAN 


by Takasaburo Narro, Tokyo 


1. School System 

After World War II compulsory education in Japan has been extended 
from six to nine years. The present nine years consist of six years of ele- 
mentary and three years of lower secondary school education. 

There were naturally great difficulties for the three years’ prolongation 
of compulsory education, in regard to teacher supply and to school 
facilities, About fifty per cent of school buildings in Japan had been 
damaged by air raids during the War. And to make the situation more 
serious, there was a sharp rise in the birth rate just after the War, caused 
by the demobilization of soldiers. In spite of these difficulties, Japan has 
completed the enforcement of the new system, keeping the enrollment 
rate at over 99 per cent all through the time. This was really the greatest 
event in the history of Japanese education, and is proof of the belief and 
enthusiasm of the Japanese people that education should be the foundation 
for the reconstruction of the country ruined by war. 

Although education has continued to develop under the new system, 
We are now facing new problems. The first problem to be solved is over- 
crowded classrooms. There is a five-year plan to reduce all school classes 
to a size of under fifty pupils by 1963. This has already been carried out 
successfully. Furthermore the Ministry of Education is now planning to 
reduce, in the near future, the maximum number of children in a class to 
forty and with this aim in view, is trying to secure a sufficient number of 
teachers in elementary and lower secondary levels. 

Upper secondary schools are not compulsory in the present stage of 
development. About sixty per cent of all children who completed lower 
Secondary schools proceed to upper secondary schools, fifty per cent full- 
time and ten per cent part-time. 

There are considerable numbers of you ; 
compulsory education besides the regular upper secondary schools. This 
includes miscellaneous schools, youth classes and vocational centers. As 
a result of the wide expansion of radio and television (in March 1962, 95 
per cent of all families had radio sets and 50 per cent T.V.sets), corre- 
Spondence education at the upper secondary level has been strengthened 
With the help of these media. Vocational training centers within em- 
Ployments are also providing post-compulsory part-time education of 


ths enrolled in other kinds of post- 
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two or three years to their employees who only completed lower secondary 
education. 

If these schools are included, over seventy per cent of those who gradu- 
ated from lower secondary schools are at present continuing their 
education. 

The bulge of pupil population, caused by the sharp increase of the birth 
rate just after the War, will reach the upper secondary school level in 1963. 
To keep the present sixty per cent rate of compulsory school leavers who 
advance to. upper secondary schools, 1,200,000 new places must be 
provided in upper secondary schools in the coming three years. This means 
more than one third increase of the whole accommodation capacity of 
existing upper secondary schools. The government will accomplish the 
provision of new places in time. Consequently, three or four years later 
when the tidal wave will pass through the upper secondary level, there 
will be places for 72 per cent of all compulsory school leavers. Adding other 
kinds of institutions, about 85 per cent of the age population will receive 
some kind of post-compulsory education. The Ministry of Education is 
trying furthermore to put into effect, in the future, compulsory upper 
secondary education including the part-time system of correspondence 
courses, 


2. Curriculum 


In Japan, the course of study which is the basic standard for school 
education, is decided by the Minister of Education. This includes the 
outline of aims, scope and stages of content of education in each grade. 
The course of study was first prepared just after the War under the super- 
vision of the Occupation Forces. But, after several years of experience, 
this was found to be weak in those fields that prepare pupils to be good 
Japanese citizens. Therefore in recent years, the reform of the course of. 
Study has been in the direction of leading pupils to a better understanding 
and appreciation of Japan through more emphasis on the study of Japa- 
nese history, geography, culture, classics, etc. 

Before the War, moral education was carried out according to the moral 
code. It was apt to be inclined to formalism, and sometimes criticism was 
heard that moral education was only the recitation of the moral code. 
And as the Occupation Forces thought that this was the hotbed of ultra- 
nationalism and militarism during the War, the subject of moral education 
was excluded from the school curriculum after the War. p 

However, it was not long before the necessity of some kind of subject 
which provides such education came to be keenly felt, especially in this 
country where no religious education is offered in schools. Therefore, bY 
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ecent revision of the curriculum, it was decided to provide moral 
ation again as a separate subject, called “morals”, with 35 units to 
o taught in elementary schools and 21 in lower secondary schools. 
efore the revision, the aim was that moral education should be given 
each subject; but this proved to be unsatisfactory. In fact, such 
struction was only fragmentarily and ineffectively given in each subject 
din daily guidance. The revision was made to improve this situation, 
d the new subject of moral education aims to give well-organized and 
stematic instruction. The principal ideas of units for “morals” are: first, 
get pupils to understand and acquire the daily and basic behavior 
erns; second, to get pupils to acquire discrimination between right and 
wrong, and good and evil; third, to assist in the development of individu- 
ity and the cultivation of creative attitudes toward life; fourth, to bring 
"up pupils to be desirable members of a democratic nation or community. 
In order to get pupils to put these moral attitudes into practice, 
biographies of great men, Aesop's Fables, Grimm's Fairy Tales and other 
“such stories that would make children so impressed that they would feel 
like elevating their character will be utilized in teaching of morals. 
_ The post-War curriculum was found to be unsatisfactory in such basic 
“subjects as the national language and mathematics. 
min the case of the national language, speaking and hearing skills were 
improved. However, the ability to read, write or understand which must 
be the basis for all other subjects, was not stressed enough. So in recent 
"revisions of the curriculum, teaching time for the national language was 
"increased and instruction in reading and writing was emphasized. 
— As for mathematics, applied use in daily life (e.g. model shopping, 
— knowledge about stock-market, etc.) was included after the War. But the 
— basic training of mathematics which must be the foundation for the 
dvanced study of science and technology was insufficient. k 
As the result of the introduction of experimental methods in teaching, 
War. But it became 
“apparent that this was not sufficient, and that 
"Principles was of particular importance. With t 
_ of study for science education was also improved. 


_ School textbooks are revised from time to time according to the 
curriculum revision. As a rule, textbooks are published by private 

Companies, authorized by the Ministry of Education, and chosen and 
F adopted by each local board of education. 


"The authorization of textbooks is conducted in the following way: first, 
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40 textbook-researchers in the Ministry of Education examine textbooks, 
and then the Textbook Authorization and Research Council, which con- 
sists of around 80 scholars and teachers, studies and judges the suitability 
of each textbook. The Ministry of Education makes its decision on the basis 
of the recommendation presented by the Council. The textbook authori- 
zation is in keeping with the course of study. The local adoption of text- 
books is mostly done by municipal boards of education. 

The highlight of the most important innovation concerning textbooks 
in recent years has been the free distribution of textbooks to all children 
in compulsory schools. The law passed the Diet in 1962 which decided the 
national policy to distribute textbooks completely free in future. The 
actual enforcement will be prescribed in another law which will be 
presented to the coming Diet in 1963, after the study of the Research 
Conference on the methods of free distribution. 

As an immediate measure, the budgetary funds for free distribution of 
textbooks to all children in the first grade were already available. The 
grants will be expanded in future based on the recommendation of the 
Council to cover all grades of the elementary school, and then all grades 
of the lower secondary school. 

As for teaching materials, the National Treasury is aiding by providing 
fifty per cent of the purchasing cost of teaching materials for science 
education. The trend recently is for the National Treasury to share not 
only the cost of this subject but also of other subjects such as music, 
drawing, social study, mathematics, national language, etc. 

In addition to these grants, the National Treasury is providing special 
subsidies for pupils from poor families, i.e. 8 per cent of the total of children 
of compulsory school age. The subsidy covers such items as fees for school 
lunch and for school excursions and expenses for school transportation, 
for notebooks, pencils and other supplies for school education. 

The Constitution prescribes that the compulsory education should be 
free. No fees are charged in the public elementary and lower secondary 
Schools. Textbooks to be used in compulsory schools will also be free as 
stated above. However, except to the pupils from poor families, measures 
are not yet taken for the free distribution of other educational supplies. 
The national government will try to realize real free education in future. 


4. Achievement Tests 


To provide basic data for revision of the courses of study and for the 
improvement of educational standards, the Ministry of Education conducts 
yearly nation-wide tests of the scholastic attainment of pupils in elementa- 
ry, lower secondary and upper secondary schools. Of these, elementary 
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and upper secondary tests are carried out by sampling methods, but the 
tests for lower secondary pupils are conducted in a form of a complete 
survey, for this is the last stage of the present compulsory education. 


5. Teachers 

The new educational system was started. Textbooks have been revised. 
according to the new curricula. However, the most important for the 
development of education must be teachers. Without teachers who are 
well acquainted with the revised curricula, new education cannot be 
conducted effectively. So, the Ministry of Education started a three-year 
program of re-education for all teachers in 1959 at the elementary and 
lower secondary school levels and in 1960 at the upper secondary school 
level. In addition to the three-year program, the national government is 
subsidizing the activities of teachers to organize research meetings or 
seminars for the study of subjects. 

Teacher training was mostly done in normal schools before the War, 
where students were trained solely to be teachers, and the graduates of 
normal schools had the obligation to become teachers for a given number 
of years. But, teacher training universities after the War provide a broader 
content of training, and the graduates of these universities do not 
necessarily become teachers. It is said that the aim and content of 
education in the teacher training university is not clear enough or not 
sufficient for training of teachers for elementary, lower secondary and 
upper secondary schools. Heated discussions are now taking place as to 
the number and quality of teachers to be trained in teacher training 
universities. 


6. Entrance Examination System 

Generally speaking, it is a fact that about 95 to 96 per cent of those who 
have completed compulsory education and who wish to enter upper 
secondary schools are admitted. However, there is serious competition to 
enter so-called famous schools. à 

In the case of university entrance, about fifty per cent of applicants 
are admitted. But to enter leading or well-known universities, the compe- 
tition is more serious than in the case of upper secondary schools. 

Upper secondary schools of the first class group are those which have 
a high percentage of graduates who enter the famous universities. The 
leading universities are those which have a high socialesteem and possess 
the privilege of obtaining good jobs. 

{he entrance examinations of pub 
uniformly conducted by each prefecture. But those of na 


lic upper secondary schools are 
tional or private 
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upper secondary schools are conducted by each school. University entrance 
examinations are demanded by each university. 

There is some discussion on the questionnaires of entrance examinations, 
To make a selection of students, for example to choose one from ten or 
twenty applicants, some school authorities Present too difficult or 
specialized and sometimes not ordinary questionnaires. Students’ efforts 
are apt to be concentrated on the preparation for these entrance exami- 
nations, and a sound all-round education, which is the aim of new courses 
of study, is inclined to be neglected. On this point, the Central Council for 


Education, which is the highest advisory organ to the Minister, is now - 


examining the system of entrance examinations. 


ZIELE UND PROBLEME 
DER GRUND- UND HOHEREN SCHULE IN JAPAN 


von Takasaburo Naito, Tokio 


Nach dem Kriege ist die allgemeine Schulpflicht von sechs auf neun Jahre ver- 
lángert worden. Dies betrifft die Grund- und die Mittelschule; für die hóhere Schule 
und für Sonderkurse wird der Pflichtbesuch angestrebt. 

Durch das schnelle Ansteigen der Geburtenziffern nach dem Kriege wird 1963 
eine besonders hohe Zahl von Schülern die unterste Klasse der hóheren Schule 
erreicht haben. Das Ministerium sieht sich daher vor die Aufgabe gestellt, innerhalb 
weniger Jahre in den hóheren Schulen 30 Prozent mehr Plätze zu schaffen. 

Um den veränderten Ansprüchen der sich entwickelnden Gesellschaft gerecht 
werden zu kónnen, sind kürzlich die Lehrpläne der Grund- und höheren Schule 
einer Revision unterzogen worden. Das Fach »Sittenlehre" wurde neu darin auf- 
Benommen, die Stundenzahlen für die Landessprache und für Mathematik wurden 
heraufgesetzt, und die Naturwissenschaften erhielten ein größeres Gewicht. 

Um den Pflichtbesuch der Schule vôllig frei zu gestalten, wurde 1962 vom 
Parlament ein Gesetz zur kostenlosen Verteilung der Schulbücher an alle Kinder 
angenommen. 


Die Lehrerausbildung an der Universitat sowie Aufnahmepriifungen fiir die 


hóhere Schule und für die Universitat werden zur Zeit lebhaft diskutiert. 


TENDANCES ET PROBLEMES DE L'EDUCATION 
PRIMAIRE ET SECONDAIRE AU JAPON 


par Takasaburo Naito, Tokio 


Aprés la gerre la scolarité obligatoire de six années fut prolongée à 1 ana 
en ce qui concerne les &coles primaires et secondaires moyennes. La scolarité ob 


gatoire pour les écoles secondaires supérieures y compris cours à temps partiel est 
envisagée. 
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En raison de l'augmentation rapide de la natalité aprés la guerre, un nombre 
exceptionnel d'enfants entrera à l'école secondaire supérieure en 1963, de sorte que 
le ministére doit prendre des mesures pour assurer dans ces écoles 30 pour cent de 
places supplémentaires en peu d'années. 

Pour faire face aux nouvelles demandes d'une société en développement, les plans 
d'études des écoles primaires et secondaires ont été récemment revisés. Les nouveaux 
programmes comprennent l'enseignement de la “morale”, le nombre des leçons de 
langue nationale et de mathématiques a augmenté et l'importance de l'enseignement 
des sciences naturelles est soulignée. 

Dans le but de rendre la scolarité obligatoire complétement gratuite, en 1962 un 
projet de loi fut adopté concernant la distribution gratuite de manuels à tous les 
enfants. 

A présent le probléme de la formation des maitres dans les universités ainsi que 
des examens d'entrée pour l'école secondaire supérieure et l'université est l'objet de 


- sérieuses études. 


EARLY PROBLEM-SOLVING, LEARNING TO READ 
AND THE DEVELOPMENT OF INTELLIGENCE ! 


by J. A. Downine, London 


The correlation between intelligence and reading attainment is generally 
interpreted simply as indicating that success or failure at learning to read 
is largely determined by the pupil’s level of intelligence. However, a 
correlation coefficient only indicates that two variables are connected. It 
does not entitle us to make the assumption that the one causes the other. 
The reading attainment or the experiences involved in developing the 
skill of reading in the child’s early school life may, in fact, influence the 
intelligence test score. It seems clear that the ability to solve problems in 
an intelligence test is not determined entirely by the genes, but may be 
influenced to an important extent by home and school experiences which 
are not obviously calculated to stimulate the general intellectual de- 
velopment of the child. 

Learning to read is a major experience in the young pupil's life, and 
unravelling the problems posed by the printed code for the spoken language 
may lead not only to skill in reading but also to greater insight in solving 
apparently unrelated problems. If this is so, then the kind of problem set 
by the printed code for a language may influence the child's general 
approach to problem-solving at certain stages of development. Compara- 
tive studies of reading and intelligence between countries such as Finland 
or Turkey where the spelling is more systematically phonetic and Britain 
and the U.S.A. which use the inconsistent spelling of English would provide 
one interesting though difficult avenue of investigation of this hypothesis. 

An alternative approach is available through the experimental variation 
of the spelling of English which is being used on a sample of 2,500 British 
5-year-old children in the University of London Institute of Education's 
research on the use of the new Augmented Roman alphabet for the early 
stages of learning to read. The printed code of English in these childrens 
books provides the child learning to read with a series of problems much 
more amenable to systematic solution than is normally the case when the 
child is attempting to learn to read with the traditionally inconsistent 
spelling of English, and it is hoped that this current investigation !) 
provide further evidence on the question of the need to plan the schoo) 
curriculum with a view to providing children with general intellectual 
training as well as with education in specific subjects. 


1) The study of the relationship between learning to read and intellectual de 
velopment is being conducted with the aid of a grant from the Nuffield Foundat! 
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En 
Evidence of the Influence of Experience on the Development of Intelligence 
“Over ten years ago Vernon (30) recognized the susceptibility of in- 
telligence tests to practice and sophistication effects and shortly after- 
" wards, Haggard (11) gave expression to the trend towards a more positive 
"view of the effects of education and training when he wrote, “It will be 
“necessary to consider the growing body of evidence that mental functioning 
does not exist in a vacuum but that the individual's motivational and 
. personality structure, his attitudes, needs, interests and goals are inti- 
“mately related to, and in large part determine, his mental processes." 
— The evidence to which Haggard refers, has come from a variety of 
sources. In the psychometric field the position that an individual's LO. 
remains fixed and constant has proved untenable. For example, Thorndike 
— (29), in his summary of 359 investigations, concludes that as the interval 
"between tests increases so the correlation between one intelligence test 
result and a subsequent one decreases. Dearborn and Rothney (5), writing 
— of the Harvard Growth Study, came to the conclusion “that variability 
rather than constancy of growth is the rule, that prediction except for the 
"average of groups is extremely hazardous." Honzik, McFarlane and Allen 
(13), in their comparison of the intelligence test results of 150 children 
- tested in infancy and again 12 years later, found that 58% had shifted 15 
LO. points or more. 

Other workers have been concerned with the effects of impoverished 
environments on the development of intelligence. Early contributors in 
this area were Gordon (10), Asher (1), and Edwards and Jones (9), who 
found that restricted opportunities were related to age decrement in LQ. 
Newman, Freeman, and Holzinger (20), in their study of twins, found that 
intelligence was associated with educational and other opportunities. Neff's 
1 (19) conclusion to an investigation of relations between socio-economic 

Status and intelligence was that continued residence in the poor environ- 
- Ment of homes of the lower working class was responsible for the lower 
‚19.5 of members of this group. The large family is thought to dilute the 
Tichness of some aspects of the child’s environment and one of Nisbet's (21) 
Conclusions from his study of 5,000 Aberdeen children is that the environ- 
ment of the large family has detrimental effects on verbal and mental 
development. Pringle and Bossio (24) have shown that an impoverished 

unhappy environment has an adverse effect on the development of 
Verbal intelligence and that the extent of the damage is related to the age 
at Which the adversity occurs, and to the degree of deprivation. 

These studies may be compared with Hebb’s (12) experiments on rats 
and dogs in which it was found that the animals reared as pets with 


om to roam in a rich environment were better when adult at learning 


1 
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and problem-solving than animals brought up in more limited environ- 


ments. 
It seems reasonable to suggest that both in the human studies and in 
the animal experiments summarized above, their impoverished environ- 


ments deprived the young individuals of the opportunities of forming ` 


learning sets important for the development of superior modes of learning 
and thinking. 


Research into the more specific educational and training aspects of the ` 


environment when deliberate attempts have been made to enrich the 


child's experience are less common. McNemar (18) found that the I.Q, ` 


gains of a group of orphaned children in the study by Wellman and 
Pegram (31) were a function of the amount and regularity of pre-school 
attendance. An experimental manipulation of this variable is reported by 
Dawe (4) who found that the average I.Q. of a group of orphaned children 
increased from 80.6 to 94.8 after 50 hours of special language training, as 
compared with a matched control group who showed no significant change 


over the same period. Although they were not concerned with changes in 


intelligence test scores, Luria and Yudovitch (16), in their experiment on 
a pair of identical twins with retarded speech development, showed that 
a drastic change in their environment which created the objective ne- 
cessity for speech communication led not only to the acquisition of the 
language system but also to significant changes in the structure of conscious 
activity. 

These last few studies indicate that intellectual development may be 
importantly influenced by deliberate mental training, and, at the least, We 
may conclude that more attention might be given to the effects of pro: 
viding the experiences necessary for the development in children of those 
learning sets which would expand Hebb's (12) “intelligence B" attainment 
to the limits set by his “intelligence A" capacity.1) A remark from Piaget 
and Inhelder (22) in this connection has still not been given sufficient 
emphasis. They say in discussing the stage of formal thinking, “Thus the 
age of 11-12 years may be, beyond the neurological factors, a product of 
progressive acceleration of individual development under the influence of 
education, and perhaps nothing stands in the way of a further reduction 
of the average age in a more or less distant future." 

Recently a further item has been added to the array of evidence of the 
effects of the environment provided by different socio-economic group 


__}) Hebb makes the valuable distinction between Intelligence A — the individual 
intellectual capacity determined by the genes, and Intelligence B — the individu 
present mental efficiency EC those cognitive abilities which have 
established as a result of stimulation by the environment. 
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on intelligence test score. Dockrell (6), in his factor analytic study of the 
relations between socio-economic status, intelligence and attainment in 
certain Scottish schools, found a significant correlation between socio- 
economic status and attainments in English with I.O. held constant and 
he concludes that the well-established correlation between socio-economic 
status and I.Q. is due to verbal factors determined by the environment. 
The real and substantial association between socio-economic status and 
"intelligence B" means that children of high potential are being under- 
developed because of their stunting environment. His practical recom- 
mendation must also be quoted for it is in key with the note sounded in 
the above passage from Piaget and Inhelder. Dockrell's view is that the 
primary school curriculum should "be planned with more attention to 
ultimate future achievement and less stress on immediate attainment; so 
getting the multiple dividend of providing the child not with learning but 
with the intelligence on which future learning will depend." 

That formal schooling may influence the development of intelligence is 
shown by Schmidt's (26) study of the effects of delayed entry to school 
among the Indian population of Natal. With age and socio-economic status 
held constant, he found correlations of from .49 to .68 between scores on 
non-verbal intelligence tests and the number of years of formal schooling 
which pupils had had, and concludes that, “the decisive factor in intelli- 
gence test performance, whether the tests be verbal or non-verbal, appears 
to be not mere maturation that comes with increasing chronological age 
and the biological process of growth, but the influence of formal schooling." 
(our italics). 

These studies by Dockrell in Scottish schools and Schmidt in South 
African education may signal a return to the idea that subjects of the 
school curriculum may provide mental training of greater importance than 
thelearning of the subjects themselves. Psychologists may have too readily 
discarded the old schoolmaster's notion of disciplining the mind, and the 
next few years seem likely to bring a re-opening of the question of the 
extent to which transfer occurs from the different tasks of learning and 
problem-solving which the child has to undertake in school. 


The Child's Early Problem-Solving Experiences as a Factor in the Develop- 
ment of Intelligence 

Schmidt contemplates research into this role of formal schooling — "in 
what particular ways it ‘develops’ or ‘creates’ the intelligence of the pupil, 
and which of these ways are of crucial importance." One way in which the 
School's teaching may be effective in general intellectual development is 
Proposed by Schmidt; he suggests that "the school, through its teaching, 
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creates the language proficiency and that this in turn raises the effective- 
ness of the thinking of the pupil....” 

The difficulty with Schmidt’s suggestion is that it appears to assume 
that solving problems in intelligence tests is largely determined by verbal 
thinking, whereas, in fact, one of the tests he used in his study was Raven’s 
(25) Progressive Matrices.1) It seems unlikely that on this test, at least 
after the mental set for the type of problem posed by Raven has been 
established, sub-vocal speech plays much part in the individual’s success 
in completing the patterns. Yet Schmidt found a correlation of .51 between 
length of schooling and scores on Progressive Matrices. 

A plausible alternative explanation is that formal schooling provides 
experiences which result in the development of learning sets effective in 
transfer to non-verbal tests of the Progressive Matrices type. In other 
words, children's day-to-day work in school consists in large part in 
solving problems and as a result they learn not only the particular so- 
lutions of specific problems — how to read, how to write, how to calculate, — 
but also they learn how to solve problems. 

Little valid evidence seems to be available on this question as yet, but 
the most relevant experiments have given some positive support to the 
learning set approach. Although differences were small, Brolyer, Thorn- 
dike, and Woodyard (2) found differential effects of the LO. of high school 
pupils according to the subjects they had studied over one year and it 
seems likely that transfer effects would have been more marked among 
younger children. The problem is a difficult one, for the variables are 
humerous and difficult to control. A particular difficulty is that the 
learning of linguistic skills may produce at the same time both im- 
provements in non-verbal problem-solving ability and increased proficien- 
cy in the use of language. We may illustrate this by referring to some 
little-known or forgotten evidence on the effects of methods of teaching 
reading on subsequent general intellectual development. 


Learning to Read as a Factor in the Development of Intelligence 


Learning to read is one example of an experience provided by formal 
schooling which may influence general intellectual ability either through 


1) Raven’s Progressive Matrices is a “non-verbal” test of intelligence, consisting 
of 60 problems in each of which a gap ina large pattern has to be filled by selecting 
the correct one from a number of alternative pieces. The problems are divided into 
five sets of 12. Each set begins with a self-evident problem which leads into a series 
of similar but progressively more difficult ones. Raven states that these five sets of 
problems test a person's capacity “to apprehend meaningless figures presented for 
his observation, see the relations between them, conceive the nature of the figure 
completing each system of relations presented, and, by so doing, developa systematic 
method of reasoning." 4 
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enhanced linguistic attainments or through the formation of non-verbal 
í learning sets arising out of the problem-solving activities involved in 
learning this subject of the infants' school curriculum. 

An outstanding feature of the new environment which the normal 
hearing and speaking infant meets on starting school is the demand made 
upon him to interpret the symbols in printed books, etc., in relation to his 
life-long past experience of the spoken language of the culture in which he 
lives. Learning to read — whether it comes late or early in the particular 
school's curriculum for him - is a major task for both infant and teacher. 
The child in most cultures soon finds himself in constant contact with 
written words, but an interesting difference in the nature of the child's 
task exists between one culture and another to which little attention has 
been given. The extent to which relations between the spelling of the words 
and their meanings in terms of the child's previous auditory experiences 
are systematic varies considerably. For example, the problem-solving which 
Finnish children have to do in order to learn to read seems to be essentially 
one of discovering simple systematic relationships between phonemes and 
the symbols by which they are represented in print. For children in 
English-speaking countries the task is quite different since English 
spelling does not present such a simple system. This being so, it may be 
hypothesized that different types of learning sets are established in the 
children having these contrasting types of problem to solve, and that 
differences in the stages of development of ability in problem-solving might 
follow. 

Cross-cultural comparisons of reading attainments and methods of 
teaching have usually been unrewarding, since there are so many other 
uncontrolled variables (e.g. see Lee, 15), but an obvious alternative is to, 
change experimentally the traditionally inconsistent orthography of 
English to a system of regular relationships between phonemes and their 
spelling, and it is not commonly known that this has been done for large 
numbers of children on several occasions in the past century with inter- 
esting results. 

The first large American experiment is described in the theses of 
Crockett (3) and Tauber (28). Ten schools in the town of Waltham, Massa- 
chusetts between 1852 and 1860 substituted a phonetically regular alpha- 
bet ("fonotypy") for the infants’ first experiences of printed English. 
After the children had mastered the skill of reading English spelt pho- 
Netically they transferred to books in the conventional orthography. The 
children learned to read as a result much earlier than was usual in the 
schools where the traditional inconsistent spellings were presented to the 
child right from the beginning. It may be assumed that through learning 
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to read earlier these experimental children had greater experience of the 
content of books in the earlier stages of their school career than children 
taught in the usual way, but what is more important is that fonotypy 
provided children with a problem capable of logical solution, and it is inter- 
esting to find that observers remarked that children who had learned by 
this method appeared to be superior in their development of logical modes 
of thinking. 

An even larger study took place from 1866 to 1886 at St. Louis with 
similar results. These are reported in an official publication of the U.S. 
Bureau of Education of which the author was March (17). The alphabet 
used for the child’s first experiences of reading in this experiment was of 
different design to fonotypy, but the principle of a regular system of re- 
presentation of English phonemes was maintained and again the children 
learned to read, including the transition to traditional spelling, with a 
saving of between 11/2 to 2 years in the time usually needed for this task. 

Unexpected mental superiorities are claimed for these children, too. 
“The children learned logical habits of analysis and were more intelligent 
in regard to the meaning of what they read than others," and later they 
were “better arithmetic and grammar scholars”, reports March. 

Similar results were reported in experiments carried out in Britain in 
the first quarter of this century. At Cowdenbeath in Fife an infants’ 
teacher taught her beginners a system that was very close to the Inter- 
national Phonetic Alphabet with a strict one-for-one relationship between 
phonemes and symbols. An independent observer, Jackson (14), reported 
that “the reading was much more fluent, natural and intelligent than is 
commonly found in an Infant School." In 1924 the Simplified Spelling 
Society (27) published the results of 15 other experiments in British 
schools where the early learning of reading was through the medium of a 
“simple phonetic orthography”. Increased speed of learning to read was 
the effect reported by these schools, but a number of them also commented 
on the greater confidence and independence which these children displayed. 

Unfortunately, the records of these experiments do not provide accurate 
enough information to warrant conclusion on the extent to which this 
Substitution of the more systematic characterization of English influenced 
the children’s later ability at learning and problem-solving. No objective 
tests were available, and the experimental designs did not include control 
groups. The reports are simply subjective anecdotal assessments of the 
relative superiority of the experimental children over “normal” children 
taught in the "usual" way. 

But, even if more valid data were available to show that the children in 
these old experiments were superior intellectually we should still be faced 
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th the question — was their general ability to solve problems improved 
result of their early experiences in applying a systematic approach 
solving puzzles or was their greater success due to enhanced linguistic 
oficiency as a result of learning to read earlier? 
‘A new experiment on the teaching of reading through a more system- 
tic characterization of English phonemes was begun in England in 1961, 
he proposals are discussed by Pitman (23) and Downing (7), and it is 
"hoped that the experimenters will make use of this new opportunity to 
nake properly controlled and objective tests of the effect on the children’s 
‘intelligence of learning to read books printed in the new and more con- 
tent orthography (Augmented Roman alphabet).!) Some means should 
sought to distinguish between the respective contributions of proficien- 
"in the English language on the one hand and non-verbal learning sets 
the other. 
Schmidt’s finding that formal schooling is a decisive factor in the 
evelopment of intelligence is clearly of great significance. At the same 
e it raises the formidable question as to what element or contribution 
of elements within the total school experience is responsible for improved 
"intellectual functioning. He has suggested that the effective area of 
experience is that of language, but we must not confuse the effects of the 
‘final state of linguistic proficiency with the effects of the experiences 
"which the child has undergone in order to attain that proficiency. The 
“latter may prove to be more important for the development of general 
Problem-solving ability. 


4) The books printed in the new Augmented Roman alphabet which are being 
used by 2,500 SH in the University of London Institute of Education's current 
Tesearch project on the early stages of learning to read, differ from traditionally 
Printed books in three significant ways: In K 
T initi. Each printed symbol represents one honeme only, e.g. ‘0 stands for the 
| E phoneme in the words on, odd, off, object. This may be contrasted with the 

Ibiguity of ʻo’ in the traditional spellings, odour, one, often, other. ` 
2. The number of alternative spellings for the 40 phonemes of English is reduced 
ed 2,000 (e.g. I, eye, aye, are three of over 40 ways of spelling this phoneme) 

S than 100. 

Lower case letters only are used — thus providing one single visual pattern for 
‚ach word instead of the ET different SCHEER found in ee ditionally printed 
e.g. DEEP, Deep, deep). h 
l description of the Augmented Roman alphabet, the current research, an 
tial findings may be found in the book To Bee or not to Be, by the writer 
Of this article. 
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FRÜHZEITIGES LÓSEN VON PROBLEMEN, LESENLERNEN 
UND ENTWICKLUNG DER INTELLIGENZ 


von J. A. DOWNING, London 


Wenn bei Kindern die im Lesen und in Intelligenztests erzielten Noten über- 
einstimmen, so darf man daraus nicht schlieBen, daB der ursáchliche Zusammen- 
hang einfach zu erkláren sei. Intelligenz mag ein wichtiger Faktor beim Lesenlernen 
sein, aber Lesenlernen und das notwendige Lósen von in dieser frühzeitigen Lern- 
aufgabe enthaltenen Problemen kann ebenfalls einen EinfluB auf die Fáhigkeit 
des Kindes haben, die Probleme eines Intelligenztests zu lósen. 

Es liegt jetzt eine Reihe von Beweisen vor, aus denen deutlich wird, daB die aus 
dem Milieu des Kindes kommenden Anregungen die Entwicklung der Intelligenz 
bedeutend beeinflussen. Die wenigen bisher in dieser Hinsicht durchgeführten 
Experimente bekráftigen die Auffassung, daB durch bewuBtes geistiges Training 
die intellektuelle Entwicklung ausschlaggebend beeinfluBt werden kann. Beim 
Lósen der Probleme, denen sich die Kinder beim Lesen-, Schreiben- und Rechnen- 
lernen gegenübersehen, kónnen sie nicht nur lernen, wie diese besonderen Aufgaben 
zu meistern sind, sondern gleichzeitig, wie man ganz allgemein Probleme lósen kann. 
Wenn dies zutrifft, dann kann das Problem, das die Rechtschreibung der Wörter 
aufwirft, die das Kind lernen soll zu lesen, ihm bei der Lösung von Problemen in 
anderen Situationen nützlich sein. Vergleichende Untersuchungen zwischen Ländern 
wie Finnland mit seiner phonetischen Rechtschreibung und Groß-Britannien mit 
seinem inkonsequent geschriebenen Englisch könnten diese Frage näher beleuchten. 
Die bei der Anwendung einer vereinfachten und systematisierten englischen Recht- 
schreibung - anstelle der traditionellen inkonsequenten Orthographie dieser Sprache 
- im Leseunterricht erzielten Resultate haben unsere Hypothese bestätigt, und die 
gegenwärtig in England mit einem erweiterten römischen Alphabet (Augmented 
Roman alphabet) durchgeführten Versuche lassen entscheidende Ergebnisse erwarten. 


SOLUTION DE PROBLEMES A L'AGE TENDRE, L'APPRENTISSAGE 
DE LA LECTURE ET LE DEVELOPPEMENT DE L'INTELLIGENCE 


par J. A. DOWNING, Londres 


Siles résultats atteints par les enfants quant à la lecture et aux tests d'intelligence 


correspondent, il n'en résulte pas que l'explication causale soit simple. L'intelligence 


peut étre un facteur important dans l'apprenti e de la lecture, mais apprendre à 
tissage à l'âge tendre 


lire et résoudre les problémes inclus dans cette tâche d'appren à S 
Peut aussi affecter la capacité de l'enfant à résoudre les problémes d'un test d'in~ 
telligence. 
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Il est désormais certain que la stimulation apportée par le milieu a une influence 
importante sur le développement de l'intelligence. Les quelques expériences faites 
dans ce domaine ont confirmé l'hypothése selon laquelle une formation mentale 
guidée peut avoir une influence essentielle sur le développement intellectuel. En 
résolvant les problémes qui se posent à eux en apprenant à lire, à écrire et à calculer, 
les enfants peuvent apprendre non seulement à exercer ces activités spécifiques, mais 
aussi à résoudre des problémes généraux. Si cela est vrai, le probléme que pose 
l'orthographe des mots que l'enfant doit apprendre à lire pourrait influencer sa 
fagon de résoudre les problémes en d'autres situations. Des études comparatives 
entre des langues dont l'orthographe est phonétique, comme en Finlande, et des 
langues dont l'orthographe est parfaitement illogique comme l'anglais en Grande 
Bretagne, devraient éclaircir cette question. L'utilisation dans l'enseignement de la 
lecture de l'anglais, d'une orthographe simplifiée et systématisée, au lieu de l'or- 
thographe illogique traditionnelle de cette langue, a confirmé notre hypothése, et 
les enquétes menées actuellement en Angleterre à l'aide de l'alphabet roman étendu 
(Augmented Roman alphabet) devraient fournir des preuves décisives. 


/ 


M A a aaa 


— 


oU PS 


EUG F - 


DIE HEUTIGE SITUATION DER LEIBESERZIEHUNG 
IN DEUTSCHLAND 


von Konrad PASCHEN, Hamburg 


Die historischen Ereignisse der letzten fünfzig Jahre haben in Deutsch- 
land auch die Gestalt der Schule wesentlich verändert. Kaum ein anderes 
Gebiet der Schulerziehung hat sich dabei so stark gewandelt wie die Leibes- 
erziehung. Es ist eine lohnende Aufgabe, diesen Wandel zu verfolgen, weil 
nur aus der historischen Betrachtung die heutige Lage verständlich wird, 
weil andererseits aber auch aus dieser Einzelentwicklung bezeichnende 
Schlaglichter auf die Gesamtentwicklung fallen. 

In Deutschland, insbesondere in den philanthropischen Schulen des 
achtzehnten Jahrhunderts, entstand die moderne Leibeserziehung über- 
haupt. Aus dem Gedankengut der Aufklärung erhoben die Philanthropen 
ihre Forderung nach allgemeiner Bildung und Erziehung des Volkes und 
erkannten die Notwendigkeit einer körperlichen Erziehung für die bürger- 
liche Jugend. Sie verwandelten die ritterlichen Künste in bürgerliche 
Körperübungen, die seitdem ihren festen Platz im Schulplan haben. In 
Guts Muths fanden sie den schöpferischen Menschen, der altes Volksgut 
und ritterlichen Anstand in zeitgemäße pädagogische Formen verwandelte 
und mit seinen Büchern weltweite Wirkung erzielte. 

Der preußische ,,Turnvater” Friedrich Ludwig Jahn schuf mit seinem 
„Deutschen Turnen” im Anschluß an Guths Muts Anfang des 19. 
Jahrhunderts eine nationale Volksbewegung, die sich keineswegs auf die 
Schule beschränkte. Aus dem Widerstand gegen Napoleon entstand mit 
schöpferischer Kraft eine soldatisch geprägte, eine volkstümlich verstan- 
dene und nationalbewußte Bewegung, die sofort über ganz Mitteleuropa 
ausstrahlte. Diese Bewegung wurde mit Polizeigewalt von der Regierung 
in Preußen unterdrückt und in den Untergrund gezwungen. Erst zwei- 
undzwanzig Jahre später (1842) wurde sie wieder erlaubt, hatte sich aber 
inzwischen entschieden gewandelt, Die geschichtliche Kraft dieser Be- 
wegung flo in die überall entstehenden Turnvereine, nur ein kraftloser 
Ableger gelangte durch behórdliche Verordnungen in die deutschen 
Schulen: Der Turnunterricht, im wesentlichen beschränkt auf das Geráte- 
turnen an deutschen Geráten. i 

Durch strenge Systematiker weiter eingeengt (Adolf Spieß), um die 
falsch verstandenen ,,Gelenkiibungen”’ Pestalozzis erweitert, militärisch 
überformt (durch Exerzier- und Stabübungen) regierte der Turnunterricht 
als Disziplin- und Leistungsschule lange Jahrzehnte in preußischen und 
anderen deutschen Schulen. Erst als die englische Spiel- und Sport- 
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bewegung Ende des 19. Jahrhunderts nach Deutschland übergriff, erfuhr 
auch der Turnunterricht eine gewisse Auflockerung durch Wettkämpfe 
und Spiele, die das starre System des Geráteturnens ergánzten. Um die 
Jahrhundertwende erfolgte ein neuer Anstoß, diesmal aus der Deutschen 
Jugendbewegung und aus der Reformpädagogik, insbesondere durch 
die Kunsterziehungstage (Dresden 1901 und Hamburg 1905). Im 
Kampf gegen die Intellektualisierung von Bildung und Erziehung, gegen 
die Verknócherung der bürgerlichen Sitte und Moral, gegen die zu- 
nehmende Technisierung, Verstádterung und Bürokratisierung erhob sich 
die Elite der Jugend und der Lehrer und versuchte, eine neue, lebendige 
Kultur und eine natürliche Lebensweise zu verwirklichen. Der Kampf 
ging in erster Linie um die Schule, dort hat er auch die besten Früchte 
gezeitigt. 

Auch die Leibeserziehung profitierte durch diese Auseinandersetzung, 
erweiterte ihre Formen um das Wandern, das Schwimmen, um rhythmische 
Gymnastik und Tanz und wandelte sich zu einer kind- und jugend- 
gemäßen Lehr- und Übungsweise.!) Sie löste sich mehr und mehr vom 
Vorbild der Turn- und Sportvereine, entwickelte ein neues SelbstbewuBt- 
sein ihrer eigenen Môglichkeiten und wurde, besonders nach dem ersten 
Weltkrieg, zur „Leibeserziehung.” Die Lehrerbildung wurde verändert, 
eigene Hochschulen für Leibesübungen (Charlottenburg) und für Leibes- 
erziehung (Spandau) entstanden; an allen Universitäten wurden Institute 
für Leibesübungen geschaffen, die zur Ausbildung des neuen Standes der 
„Turnphilologen” beitrugen. Bedeutende Ärzte stützten diese Leibes- 
erziehung und sicherten ihr eine physiologische Begründung. 

Diese neue Leibeserziehung eroberte vor allem die Gymnasien, durch- 
drang in den zwanziger Jahren aber auch die Volks- und Mittelschulen. 
Von Österreich her bewirkte das „Natürliche Turnen” 2) von Gaulhofer 
und Streicher eine weitere Auflockerung der starr gewordenen tur- 
nerischen „Attitüde” und schuf eine biologisch und jugendpsychologisch 
fundierte Unterrichtsmethode. 

Bevor nun diese neueren Einflüsse sich voll auswirken konnten, brachte 
die Machtübernahme der Nationalsozialisten im Jahre 1933 einschneiden- 
de Veränderungen auch für die Leibeserziehung. Nach anfänglichen re- 
volutionären Eingriffen in das Schulsystem (Staats-Jugendtag, Heraus- 


1) Vergl. SAURBIER, B., Bruno, Gi i ibesü kfurt: Lim- 
pert-Verlag 1957 (2. Aufl}. no, Geschichte der Leibesübungen. Franktu 

2) GAULHOFER, Karl, und STREICHER, Margarete, Natürliches Turnen, Teil I-V, 
1930-1956. Wien: Verlag für Jugend und Volk. 
2 UR Leibeserziehung, Wien-München: Österr. Bundesverlag 1959 

. Aufl.). 

HARTE, Erich, Leibeserziehung im Li, hte des Arbeit: . Langensalza: 
Julius Beltz 1925 (2. Aufl). ch c les Arbeitsschulgedankens. Lang 
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"nahme der Leibeserziehung aus den Schulen und Überweisung an die 
Hitler-Jugend, die zur Staats-Jugend erklärt wurde) wurde später den 
"Schulen die „Erziehung zum politischen Soldaten” als Leitbild aufok- 
troyiert, die Leibeserziehung als vor-militärische Schulung zum Haupt- 
und Kernfach aller Schulen erklärt und die tägliche Turnstunde — we- 
nigstens auf dem Papier — überall eingeführt. Der innere Widerstand der 
© Lehrerschaft und der Ausbruch des zweiten Weltkrieges haben die ge- 
wollte Entwicklung abgebremst. 
1945, nach der totalen Niederlage und dem Zusammenbruch des 
— nationalsozialistischen Staates, lagen die Schulen in Trümmern, und die 
Geister waren in Verwirrung. Auch der Leibeserziehung war ganz und gar 
der Boden entzogen. Die große Besinnung in den Gefangenen- und In- 
_ terniertenlagern ermutigte schlieBlich einzelne Lehrer zu einem zaghaften 
| Neubeginn. Die Besatzungsmächte, die zunächst allen Sport als gefährlich 
verboten hatten, unterstützten später mit ihren jeweiligen Auffassungen 
die Schulbehórden bei der Wiederaufnahme des Unterrichts, auch in den 
- Leibesübungen, so daB mit der Beseitigung der gróBten Not nach der 
Währungsreform 1948 die ersten Schritte zu einer neuen planmáBigen 
Leibeserziehung getan werden konnten. 

Zwangsläufig muBte diese neue Leibeserziehung sich selbst neu begrün- 
den. Diesmal gelang eine Begründung aus der Sache heraus, ohne alles 
ideologische Beiwerk. Aus der pädagogischen Besinnung, unabhángig von 
parteipolitischen, nationalistischen, medizinisch-hygienischen und philo- 
sophisch-idealistischen Zielsetzungen, erwies sich die menschliche Be- 
wegung in ihren historisch gewordenen Objektivierungen, den Spielen, 
den Wettkümpfen und den Tànzen, als Tráger und Vermittler bildender 
Gehalte, die in keiner Erziehung fehlen dürfen, wenn sie Menschenbildung 
anstrebt. Eine solche Leibeserziehung, von vielen Bewegungserziehung ge- 
nannt, ist frei von allen nationalistischen Tendenzen und erzieht zur 
Heimatliebe und zur Völkerversöhnung; sie ist frei von militärischem 
Zweckdenken, aber gerichtet auf eine aktive Gesundheit und ein aktives 
Freizeitleben; sie ist frei von totalitaren und Massentendenzen, von 
Kollektivierung und Rassenstolz, und gerichtet auf Menschenwürde und 
Toleranz, auf Fair Play und Briiderlichkeit. 

Mit der zunehmenden Konsolidierung in der Bundesrepublik Deutsch- 
land, nach der Entstehung der Bundeslinder und der Bundesregierung, 
erfahren auch die Schulen stárkere Forderung und erwacht allmáhlich 
auch die Leibeserziehung zu neuem Leben. Der Zentralismus des national- 
Sozialistischen Regimes wird abgelóst durch die fóderalistische Struktur 
des neuen Staates, der in Erziehungsfragen seinen Landern nach dem 
» Grundgesetz" von 1949 volle Souveränität gibt. So erklärt es sich, daß 
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die Leibeserziehung in den einzelnen Bundesländern zunächst unter- 
Schiedlich gefórdert wird.1) Erst mit der Zusammenfassung der Kultus- 
minister aller Bundesländer zu einer „Ständigen Konferenz der Kultus- 
minister" gelingt es, eine gewisse Einheitlichkeit im Schulwesen zu 
schaffen. 

An diese Stelle wendet sich daher auch im Jahre 1955 der Deutsche 
Sportbund?), die glückliche Zusammenfassung aller leibesübungtreibenden 
Vereine und Verbände in der Bundesrepublik, um Forderungen auf eine 
Verbesserung der Leibeserziehung in den Schulen zu erheben. Mit seinen 
mehr als fünf Millionen Mitgliedern stellt der Deutsche Sportbund eine 
politische Macht dar, die nun ihre demokratische Aufgabe erkennt und 
mit groBer Kraft die Sache der Leibeserziehung vorantreibt. In Zusam- 
menarbeit mit den Árzte- und Lehrer-Organisationen, den Kommunal- 
und Städte-Verbänden gelingt dem Deutschen Sportbund eine Aktivierung 
der Kultusminister, die am 24. September 1956 gemeinsam mit allen Ver- 
bänden „Empfehlungen zur Förderung der Leibeserziehung in den 
Schulen” veröffentlichen, die der Leibeserziehung einen neuen Auftrieb 
verleihen. Gleichzeitig mobilisiert die Deutsche Olympische Gesellschaft 
mit einem „Goldenen Plan” Milliardenbetráge zum Neubau von Turn- 
hallen, Schwimmbädern und anderen Übungsstätten im Laufe von zehn 
Jahren, so daß auch die materiellen Voraussetzungen allmählich verbes- 
sert werden. 

Die Lehrerschaft der Leibeserziehung sammelt sich in Einzelverbänden, 
die seit 1954 in einem „Ausschuß Deutscher Leibeserzieher” (ADL) zu- 
sammengeschlossen sind, der praktisch sämtliche Leibeserzieher der 
Bundesrepublik umfaßt. In zwei großen Kongressen mit internationaler 
Beteiligung stellt dieser ADL 1958 in Osnabrück die Frage des „Spiels” 
und 1961 in Göttingen die Frage des „Wetteifers in der Erziehung” zur 
allgemeinen Diskussion und regt damit entscheidend die pädagogische 
Besinnung und Forschung auf diesem Gebiete an. 

Die Lehrerbildung stellt das schwierigste Problem dar. Auf den Uni- 
versitäten der Bundesrepublik werden die Gymnasiallehrer (Studienräte) 
mit dem Hauptfach „Leibeserziehung” an den Instituten für Leibes- 
übungen nach recht einheitlichen Richtlinien ausgebildet. Da sehr viele 
Turn- und Sportlehrer der mittleren Generation im Kriege geblieben sind, 
fehlen ausgebildete Lehrkräfte, Der allgemeine Lehrermangel in Deutsch- 
land ist besonders spürbar unter den Leibeserziehern. Da immer stärker 
Frauen in den Lehrerberuf nachströmen, ergeben sich neue Probleme. In 


. 1) Die Unterschiede lagen in der Benennung des Faches, in der Stundenzahl und 
in der Auffassung. 
?) Sitz in Frankfurt am Main, Arndtstr. 39. 
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der Schule überwiegen noch die Mánner, die Pádagogischen Hochschulen, 
Akademien und Institute dagegen werden vorwiegend von Frauen besucht, 
in Hamburg zur Zeit von 85%. Jedes Bundesland hat seine eigene Form der 
Volksschullehrerausbildung, nur Hamburg und Hessen bilden sie an der 
Universitát aus. Alle zukünftigen Volksschullehrer bereiten sich in Pflicht- 
kursen oder in freiwilligen Arbeitsgemeinschaften auf die Leibeserziehung 
vor, zum Teil in ausreichendem Umfang, zum Teil noch durchaus un- 
genügend. Daneben werden Fachlehrer der Leibeserziehung herange- 
bildet, die im Rahmen ihres Volksschullehrerstudiums das Wahlfach 
„Leibeserziehung” gewählt haben. Schließlich werden an der Sporthoch- 
schule in Kóln neben Gymnasiallehrern auch Diplom-Sportlehrer aus- 
gebildet und Fortbildungslehrgänge für Volks- und Mittelschullehrer ab- 
gehalten. In einigen Bundesländern werden Diplom-Sportlehrer, also 
Spezialisten ohne weiteres wissenschaftliches Unterrichtsfach an den 
allgemeinbildenden Schulen bescháftigt, in anderen dagegen nicht. Der 
Mangel an Fachlehrkráften hat dazu geführt, daB einige Bundeslánder 
besondere Ausbildungsstátten für Fachlehrkräfte eingerichtet haben (be- 
sonders Niedersachsen). Die Zahl der Fortbildungslehrgänge für Leibes- 
erzieher steigt standig. 

Die Begeisterung der Jugend für aktiven Sport und sportliches Spiel hat 
im allgemeinen nachgelassen.!) Die zunehmende Technisierung, Motori- 
sierung und die modernen Massenmedien machen die Menschen bequemer 
und bewegungsármer, auch schon die Kinder und Jugendlichen. Der 
daraus resultierende Gesundheitsverlust und die weitverbreiteten Hal- 
tungsschwächen lassen die Leibeserziehung immer wichtiger werden. 
Auch die neugewonnene Freizeit durch Arbeitszeitverkürzung sollte 
durch Aktivität im sportlichen Bereich sinnvoll erfüllt werden. Damit 
erhält die Leibeserziehung neue Aufgaben und Zielsetzungen, auf die sie 
sich einstellen muß. Noch stehen wir mitten in der Entwicklung dieser 
Probleme und Schwierigkeiten. 

Nach wie vor ist es eine notwendige und beglückende Aufgabe für junge 
Menschen, ihre ganze Kraft für die Leibeserziehung einzusetzen. Neuer- 
dings (seit etwa 1958) setzt ein starker Zustrom zur Lehrerbildung und 
besonders zu den Hochschulen und Instituten für Leibeserziehung ?) ein, 
der für die Zukunft hoffen läßt. Dort wird seit 1945 auch die Forschung 


T 

1) Vgl. BLÜCHER, Graf Viggo, Freizeit in der industriellen Gesellschaft. Stuttgart 
1956; BAUMERT, Gi Jugend p Nachkriegszeit. Darmstadt 1952; Emnip-Institut 
iir Meinungsforschung, Jugend zwischen 15 und 24, Eine Untersuchung zur Situation 
er deutschen Jugend im Bundesgebiet. Bielefeld 1953. . 

?) Im Bundesgebiet gibt es SC? Zeit 50 Pädagogische Hochschulen, RE 
und Institute mit 33000 Studenten. In jeder Universitat und Technischen Hoch- 
schule gibt es Institute für Leibesübungen. 
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auf dem Gebiete der Leibeserziehung stark intensiviert. Ärzte, Psycho- 
logen, Soziologen und Pädagogen greifen die Probleme der Leibeserzie- 
hung und des Sports auf und gehen heran an die Erforschung der anthro- 
pologischen und biologischen Grundlagen, an die empirische Untersuchung 
der Wege und Mittel der Leibeserziehung und an die pädagogische Durch- 
leuchtung der Schulwirklichkeit und ihrer Hintergründe. In Hamburg 
ist 1962 der erste Lehrstuhl für Leibeserziehung an der Universität ein- 
gerichtet worden. Ein Forschungskuratorium für Sportwissenschaft soll 
vom Deutschen Sportbund in Zusammenarbeit mit dem Bundesministe- 
rium des Inneren, dem Sportärzteverband und dem Ausschuß Deutscher 
Leibeserzieher gegründet werden. Ein Carl Diem-Preis für die besten wis- 
senschaftlichen Arbeiten auf dem Gebiete des Sports und der Leibeser- 
ziehung wird geschaffen und alle zwei Jahre ausgeworfen. Eine Buchreihe 
des Ausschusses Deutscher Leibeserzieher Aus Forschung und Lehre der 
Leibeserziehung" erscheint alle drei Monate seit 1959.1) Neues Leben regt 
Sich in allen Bereichen der Leibeserziehung. 

Die Begeisterung für den Sport und für die Leibesübungen, die im 
Deutschland der zwanziger Jahre herrschte und die vom National- 
Sozialismus so schändlich mißbraucht wurde, ist heute einer nüchternen 
und sachlichen aber soliden Einstellung gewichen, aus der heraus in 
gründlicher Kleinarbeit und in zielbewußter Strebung allmählich das 
Anliegen und die schicksalhafte Bedeutung einer modernen Leibes- 
erziehung weitesten Kreisen bekannt- und vertrautgemacht worden ist. 
Ob die heutige Jugend, von vielen geschmaht, von wenigen verstanden, 
die Zukunftsbedeutung eines gesunden Sports und einer fróhlichen Leibes- 
erziehung versteht und ergreift, muß abgewartet werden. Die Weichen 
sind gestellt, die Möglichkeiten und Voraussetzungen werden geschaffen. 
Letztlich hängt alles von der Bereitschaft der Jugend und von dem 
einzelnen Lehrer und seiner Begeisterungsfähigkeit ab, die weder durch 
se oder Belehrung noch gar durch Befehle erzwungen werden 

ónnen. 


LA SITUATION ACTUELLE DE L'EDUCATION PHYSIQUE 
EN ALLEMAGNE 


par Konrad PASCHEN, Hambourg 


L'éducation physique comme discipline scolaire moderne a son origine en Alle- 
magne. C'est la gymnastique de Guts Muths et la gymnastique allemande de Jahn 
qui en fournirent la base; d'autres influences furent exercées par la gymnastique 
suédoise, le mouvement anglais des jeux et des sports, le mouvement allemand de 
la jeunesse et de la pédagogie réformée. L'éducation physique, ainsi développée, fut 


1) im Karl Hofmann Verlag, Schorndorf bei Stuttgart, bisher 11 Bande. 
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introduite dans les écoles allemandes ‘au cours de la troisiéme décade de notre siécle. 
_ En 1933, par suite du bouleversement politique, l'éducation physique, elle aussi, fut 
politisée et considérée comme formation prémilitaire. Aprés le débácle de 1945, 
commencèrent à se faire sentir de nouvelles forces qui, finalement, parvinrent à une 
nouvelle pédagogie de l'éducation physique comme éducation de mouvement. Une 
base démocratique et exempte de toute idéologie fut ainsi créée, gráce à laquelle des 
progrés importants furent possibles. 

L'éducation physique fut soutenue par le Deutsche Sportbund qui, par suite de 
sa position démocratique influente encourage l'école et l'éducation physique. Les 
“recommandations pour le développement de l'éducation physique dans les écoles" 
(Empfehlungen zur Förderung der Leibeserziehung in den Schulen) formulées en 1956 
par la Ständige Konferenz der Kultusminister, sont dues à son initiative et aident 
d'une manière puissante au renouvellement. La construction de salles de gymnas- 
tique, la formation des maitres, l'augmentation du nombre de leçons données et la 
recherche furent considérablement avancées. Le progrès dela révolution industrielle, 
entrainant des dangers pour la santé et une augmentation du temps libre, posent de 
nouveaux problémes et ouvrent de nouvelles possibilités. L'avenir montrera si la 
jeunesse est préte à en profiter. En dernier lieu, tout dépendra de sa réceptivité et 
de l'enthousiasme des instructeurs. 


PHYSICAL EDUCATION IN PRESENT-DAY GERMANY 
by Konrad PASCHEN, Hamburg 


Physical education as a subject to be taught in every school originated in Germany. 
Guts Muths' gymnastics and Jahn's Turnen laid the foundations. Other influences 
were Swedish gymnastics, sports and games from England, the German Youth 
Movement and the New Education movement. 

As a result of these developments modern physical education took its place in 
German schools in the twenties of the present century. After 1933 the Nazi revolution 
Subordinated physical education to political ends and treated it as premilitary 
training. When Germany collapsed in 1945, the old forces of development gradually 
re-emerged and with them the characteristic postwar form of physical education as 
education through movement. This was physical education on a democratic basis 
and free from ideological presuppositions. 

Modern physical education has found powerful support in the German Sportbund 
(League of Sport), which, as a democratic organization of sporting interests, has 
done much to promote physical education in the schools. It is largely thanks to the 
initiative of the Sportbund that the Standing Conference of Ministers of Education 
issued in 1956 «Recommendations for the promotion of physical education in 
Schools". 

These recommendations have provided an impetus for many new developments: 
the planning of gymnasia and sports grounds, teacher training and research and an 
increase in numbers of students of physical education. s 

The new industrial age with its possible damaging effect on health and its extended 
leisure time has presented physical education with fresh problems and new possi- 
bilities. Whether the young will respond to the opportunities offered is still an open 
question. In the last resort success depends on their receptivity and on the enthusi- 
asm of their teachers. ? 


DILTHEY AND THE PHILOSOPHY OF EDUCATION 
by H P. Rickman, London 


In 1911 Wilhelm Dilthey died in Berlin where he had held the chair of 
philosophy which Hegel occupied before him. A long, busy and successful 
academic career lay behind him and he was greatly mourned by his friends 
and disciples. The poet, Hofmannsthal, wrote movingly of the serene, 
selfless and single-minded devotion with which he had bent his encyclo- 
paedic mind to the pursuit of scholarship. He had been an original 
historian, a distinguished literary critic and, above all, an original 
philosopher. He had also written extensively on the history and theory of 
education. His friends collected his published works and edited the 
mountain of unfinished manuscripts with which the old man had he- 
roically and tragically struggled up to his death. Only then did his full 
stature as a philosopher become evident. His ideas exercised a profound 
influence on original thinkers in different spheres, on the educationalist and 
psychologist Spranger, on the sociologist Max Weber, on the philosopher 
Jaspers. Heidegger acknowledged the debt which a whole generation owed 
to his pioneering work. In subsequent years several hundred books and 
articles on various aspects of his teaching appeared in Germany. During 
the Hitler period his humane and liberal philosophy suffered an eclipse 


but, since the war, interest in it has revived and his collected works, long — 


out of print, are being re-edited. His educational theories, too, remained 
a living influence and continued to inspire the work of his disciples — not 
least among them the late Professor Nohl. These disciples, in turn, imbued 
à younger generation of educationalists with the same spirit. Thus, im- 
paired only by the Nazi period, Dilthey's influence on German education 
continued to expand. 

Yet his towering importance as a philosopher and educationalist in 
Germany stands in sharp contrast to the neglect he has suffered outside 
his homeland, particularly in the Anglo-Saxon countries. There are a few, 
scanty, and often inadequate, mentions of him in textbooks on the phil- 
osophy of history or sociology, and only three books on him have appeared 
in England; 1) I doubt if there are many educationalists in that country 
who have even heard of his name. 

However, Dilthey’s eminence in German philosophy, his indirect 
influence on the development of modern sociology and psychology and his 
impact on German education do not, as such, justify the present attempt 


1) See bibliographical note p. 341/2. 
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to direct attention to him. After all, we are not concerned here with the 
history of philosophy or of the social sciences. Even an evaluation of his 
role in German education would be only of specialized interest. In any 
case, it would tend to expand into a history of modern German education 
and, thus, be beyond the scope of an article. What, then, can justify the 
present undertaking ? 

I believe the answer to be that Dilthey's thought can make a valid 
contribution to the achievement of a fruitful philosophy of education. 
That we require such a philosophy need not be argued at length. Education 
is the shaping of human nature and the creation of citizens. The pattern of 
tomorrow's world will, therefore, be coloured by today's educational 
practice. To rise to this responsibility the educator must he as clear as 
possible about the human material in his charge, the means at his disposal, 
and the goal before him. What are the potentialities of man? What are the 
forces which can shape him? Under what conditions can he fulfil himself 
as an individual and as a member of society ? These, and similar questions, 
which demand a clear answer, are the subject matter of a philosophy of 
education. Such a philosophy, based on a comprehensive vision of life and 
alert to the factual contributions of the studies concerned with man, is the 
necessary foundation of educational practice. 

There are current in our time some philosophies of education which are 
sterile and dangerous. On the one hand we have philosophies based on 
arid metaphysical speculations which lead — as do Hegelian and Marxist 
theories — to the dogmatic and authoritarian imposition of educational 
patterns. On the other hand, we find, particularly in the Anglo-Saxon 
world, philosophies based on a narrow positivism. Education is then apt 
to become a bag of tricks. In contrast, Dilthey developed a philosophy 
Which is down to earth without being narrowly positivistic, which looks 
at man closely without losing itself in the minutiae of his physiology and 
Which takes account of values and ideals without becoming loftily 
dogmatic. It is this basic philosophic approach, rather than any particular 
educational application, which I want to discuss. The latter depend, in any 
case, on the precise circumstances in which the educator has to work. 

Dilthey was, above all, a whole-hearted empiricist to whom open- 
minded acceptance of experience was the supreme philosophic virtue. 

‘Fill yourself completely,” he said to his students in Berlin, “with this 
sense of reality.” In his firm rejection of the claims of metaphysics, in his 
Suspicion of dogmatism and preaching, he was wholly at one with the 
temper of our own age and the spirit of contemporary British philosophy. 
Yet he was not resigned to the journeyman’s role of piecemeal research. 
What the interested layman asks of philosophy and what philosophers 
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through the ages have tried to provide, is the organization of our ex- 
perience in terms of a unitary vision. Dilthey strove, as many thorough- 
going empiricists do not, to achieve system and comprehensiveness. He 
could accept neither the dogmatic falsifications of experience nor its 
fragmentation through the refusal to theorize. To combine faithfulness to 
the facts with a unifying vision of human life was his lifelong endeavour. 
The measure to which he succeeded in this provides his characteristic and, 
I believe, stimulating contribution to philosophy. 

What, then, was the content of his teaching? If we are to characterize 
his philosophy, we might usefully try to answer the following questions. 
What is its starting-point? What does it hope to achieve and how does 
it proceed towards its goal? 

By a philosophic starting-point I mean that which a philosophy treats 
as its given basis from which explanation can proceed. For Descartes the 
starting-point was the pure thinking J; for Kant, in the Critique of Pure 
Reason, it was mathematics and our knowledge of physical objects. For 
positivists it is the evidence of our senses, for linguistic analysts, linguistic 
usage. Dilthey considered these starting-points to be artificial abstractions 
which shackled the philosopher’s vision. No blood flowed in the veins of 
Descartes’ and Kant’s pure knowing subject. What difficulties they en- 
countered, therefore, in recapturing a sense of real people living in a real 
world among their fellow-men! The positivists dogmatically narrowed the 
scope of what we really know and the linguistic analysts — well, Dilthey 
did not live to examine their work, but I think he would have noted in 
their writings unexamined assumptions about the human beings who 
actually employ language. For him the starting-point was human life; 
not just the biological fact which we share with other animals, not just 
individual life, but the complex, social, historical reality which constitutes 
the life of mankind and confronts the thinker when he sets out to offer 
philosophical interpretations, 

Life, in Dilthey’s sense, is the agglomeration of the lives of innumerable 
individuals, the totality made up of human thoughts and aspirations, 
hopes and fears, of the institutions which man has created, the religions he 
believes in, the moral codes he has evolved. The traditions which govern 
his behaviour and the poems or novels, statues or pictures, scientific 
works and philosophic theories by means of which he has interpreted his 
existence in the world, are also part of it. All these are as much part of 
life as the shapes of human skulls or the location of cities. Life, therefore, 
is organized, meaningful and articulate. Consciousness accompanies our 
experiences and actions; as we live from day to day we interpret, originally 
or in terms of tradition, what we encounter. In our use of language We 
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already impose classifications on reality. Our institutions, our cities and 
factories, are embodiments of human purposes. 

This rich pageant of human life is not only the proper starting-point but 
also the sole subject matter of the philosopher. There is nothing beyond 
itor outside it which we could know and meaningfully talk about. After 
all, we can only discuss non-human nature, stars, rivers or crystals, to the 
extent to which they have impinged upon human consciousness and 
become the objects of human activities. Astronomy or chemistry are, for 
example, such activities. Neither is there anything beneath or behind life, 
no secret meaning to be discovered, no metaphysical scheme of which our 
life is only a hieroglyph. Our thinking, our capacity to know and under- 
stand, are bound by the horizons of human life. Philosophy clarifies the 
meaning, or, better, the meanings, which are expressed in man's actions 
and articulated in his intellectual achievements. At times it may offer 
new interpretations and, thus, create new meaning. It cannot do more but 
need not attempt less. 

At this point we encounter an interesting and characteristic turn in 
Dilthey's thinking. Philosophy is, itself, of course, one among many 
human activities, one manifestation of life. It represents man's constant 
aspiration to unify his view of the world by means of reasoning and to 
bring under a single roof of theory his grasp of reality, his appreciation 
of values and the principles which guide his actions. But no philosophic 
System can achieve full logical coherence, finality and objective truth. 
As a human activity philosophizing itself is always slanted by the point 
of view of the philosopher and bound by the horizons of an age or civili- 
zation, with its interests, beliefs and preoccupations, It can only be the 
crystalization of a particular stand-point from which life has been interpre- 
ted and is, thus, condemned to onesidedness. 

Yet this does not make the philosopher's activity impossible, nonsensi- 
cal or irrelevant. It is not only natural but necessary for man to clarify his 
ideas, define his purposes and, thus, to organize his field of action. Self- 
knowledge and a growth of critical awareness of one's own presuppositions 
IS traditionally the goal of philosophy. However, to accomplish this im- 
Portant cultural task the philosopher is compelled to walk, as it were, 
9n a tightrope. A philosophy which dogmatically proclaims the final 
solution of all problems incarcerates the human spirit while the denial 
that philosophic interpretations are possible betrays that spirit. The 
Philosopher must, therefore, retain his sense of being on the way rather 
than of having arrived. His conclusions must be tinged with irony. He 
Philosophizes in the awareness of the historical and social relativity of 
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his thought and this, itself, represents the final liberation of the human 
spirit from dogmatic narrowness. 

The starting-point, the rich variety of life; the goal, critical awareness 
of the processes through which we understand and organize life; these are 
the magnetic poles between which the current of Dilthey's thought flows. 
But how, precisely, do we proceed from life, of which we are part, to the 
philosophic understanding of it? This was our third question and Dilthey's 
answer to it is of particular interest. If the philosopher simply based his 
reflections on the life within and around him he would become parochial. 
He would, as Dilthey warned, mistake his little corner for the world. He 
must, therefore, base himself firmly on the conclusions of the empirical 
disciplines concerned with the study of man, for our systematic knowledge 
of life derives from history and psychology, economics and sociology. The 
findings of the human disciplines !) nourish and enrich the philosopher's 
vision, Yet it is not merely the factual conclusions of these disciplines 
which interest the philosopher. The process of research itself is a human 
activity and part of the life which it illuminates. How man achieves 
knowledge of the human world, how, in Dilthey's terminology, life comes 
to know itself, becomes, therefore, also the subject matter of philosophy. 
Dilthey devoted a vast amount of energy to this inquiry and one of his 
most distinctive achievements is his Critique of the Human Studies in 
Which he examined their common features and common methodological 
foundations. 

The unity of the human studies is, for Dilthey, based on their common 
subject matter which is, invariably, mankind as a social and historical 
reality. What we always want to understand, whether we pursue histori- 
cal, psychological, or anthropological research, is man, or some state of 
human affairs. Because of their common subject matter these disciplines 
also share common methods which distinguish them from the physical 
Sciences. These methods are based on the capacity of man to understand 
himself and others. “Understanding,” in Dilthey’s striking phrase, “is the 
rediscovery of the I in the Thou.” It operates through all the manifes- 
tations of human life, throughout the whole human world, for what the 
human mind has created the human mind can understand. Here mind 
grasps mind and we are moving-in a sense in which we do not in the 
physical sciences — in a familiar sphere. In other words, we understand our 
fellows in a sense in which it would be perverse to say that we understand 
an atom, or a river, or even an animal. This process of understanding 


‚.) My translation of "'Geisteswissenschaften." They comprise such disciplines as 
History, Psychology, Sociology, Economics, Social Anthropology, Comparative 
Religion, Jurisprudence and Philology. 
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which, for Dilthey, constituted the central difference between the human 
studies and the physical sciences, and to which he, therefore, paid par- 
ticular attention, this process is not a mysterious leap. We understand 
each other by understanding expressions. Such expressions are words and 
gestures, blushes and sighs, and also actions which, as we know, speak 
louder than words. What is expressed in these and what is thus understood 
is the meaning which individuals give to their lives and to the situations 
in which they find themselves. This meaning arises from the thoughts, the 
feelings, the aspirations and purposes, which accompany and inform our 
behaviour. That human beings experience life as meaningful, that they 
are apt to express that and that it can be understood through its ex- 
pression, these are the facts which make human life accessible to the social 
scientist and provide the subject matter for the philosopher. 

These, then, — in brief outline — are the essential features of Dilthey's 
philosophy. It is characterized by a sense of the unity of mankind com- 
bined with an awareness of the rich variety and almost infinite wealth of 
potentialities in human nature. A relentless drive towards philosophic 
comprehension through which the human mind comes to understand itself 
goes hand in hand with the readiness to accept and utilize the findings 
of the human disciplines. Recognition of the social and historical relativity 
of all human manifestations is combined with a sense of human creativity. 
Recognition of the unity of culture, of the many threads which link the 
varied manifestations of a society, does not dim a sturdy respect for the 
uniqueness of individuals. For, clearly, there is no one meaning which the 
philosopher discovers and then tries to impose on his fellows. There is 
only the intensely personal meaning which life has for each individual, 
Which we can understand from his expressions and which we may help 
him to develop and grasp more clearly. 

These are some of the features of Dilthey's thought which have 
exercized a great influence in many spheres, not least in that of education. 
They may yet provide fruitful stimulation to educationalists today. 
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DILTHEY UND DIE BILDUNGSPHILOSOPHIE 
von H. P. Rickman, London 


Wilhelm Dilthey gehórt zu den groBen deutschen Philosophen und Padagogen, 
der trotz seines Einflusses in Deutschland im Ausland ziemlich unbeachtet blieb. 
Zu den gegenwártigen Bemühungen, eine Philosophie der Erziehung zu formulieren, 
kann eine Darstellung der Dilthey'schen Philosophie, auf der sein pádagogisches 
Werk aufbaut, vielleicht einen Beitrag leisten. Dilthey lehnte metaphysische Ab- 
Straktionen ab; er ging vielmehr von der konkreten Realität des menschlichen Lebens 
aus. Darunter verstand er das Leben der Menschheit in seiner gesellschaftlichen 
Ordnung und historischen Entwicklung, mit seinen zahllosen Handlungen und 
Schópfungen und menschlichen Beziehungen, ein Leben, das einen Sinn dadurch 
gewinnt, daß immer Gedanken, Gefühle und Ziele das Erleben begleiten und Hand- 
lungen bestimmen. Solche Sinngebung drückt sich in momentanen AuBerungen und 
Gebärden aus, sowie in dauerhafteren Schópfungen, wie zum Beispiel Bauten, ge- 
setzlichen Vorschriften, Kunst und Religion. Diese Ausdrucksweisen kënnen vom 
Geist begriffen werden, weil sie von ihm erschaffen wurden. So kommt es, daB sich 
Menschen untereinander im täglichen Leben verstehen, und die Methoden der 
Wissenschaften sind Verfeinerungen dieses Verstehens. Für Dilthey war die erste 
Aufgabe der Philosophie, sorgfältig die Vorgänge zu untersuchen, die uns das Ver- 
stehen des sinnvollen Ausdrucks ermóglichen. Dies ist eine Vorbereitung auf die 
zweite Aufgabe, die den Geisteswissenschaften gleichzeitig eine methodologische 
Orientierung gibt. Die zweite Aufgabe liegt darin, diese philosophischen Er- 
gebnisse so zu verstehen, daß der Prozeß des Verstehens gründlich und systema- 
tisch auf die Geisteswissenschaften angewandt werden kann. Das Ziel der Philoso- 
phie ist also, den Sinn herauszuarbeiten, den die Menschen in ihrem Leben sehen 
oder ihm zuschreiben, und auf diese Weise das Selbstverstándnis des Menschen zu 
vertiefen. 


DILTHEY ET LA PHILOSOPHIE DE LA FORMATION 
par H P. Rickman, Londres 


Wilhelm Dilthey est un des grands philosophes et pédagogues allemands, qui 
malgré son influence en Allemagne est resté peu remarqué à l'étranger. Une vue de 
la philosophie de Dilthey, fondement de son oeuvre pédagogique, apporterait peut- 
étre une contribution aux efforts actuels en vue de formuler une philosophie de 
l'éducation. Dilthey rejetait les abstractions métaphysiques; il préférait partir de 
la réalité concréte de la vie humaine. Par là, il entendait la vie de l'humanité dans 
son ordre social et son évolution historique, avec ses actions, ses créations et 65 
relations humaines innombrables, une vie qui ne prend un sens que parce que les 
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pensées, les sentiments et les buts accompagnent toujours le vécu et les actes. Cette 
signification s'exprime aussi bien dans des extériorisations et des gestes momentanés 
que dans des créations durables, telles que des édifices, des codes législatifs, l'art et 
la religion. Ces expressions peuvent étre saisies par l'esprit parce que c'est lui qui les 
crée. De là vient que les hommes se comprennent dans la vie quotidienne et les 
méthodes scientifiques sont un affinement de cette compréhension. Pour Dilthey, 
la première tâche de la philosophie était d'examiner soigneusement les circon- 
stances qui nous rendent possible l'intelligence de l'expression significative. Par là, 
elle se prépare à sa deuxiéme táche qui donne en méme temps une orientation 
méthodologique aux sciences de l'esprit. La deuxiéme táche consiste à considérer 
ces résultats philosophiques de telle maniére que le processus de l'acte de l'intelli- 
gence puisse étre appliqué radicalement et systématiquement aux sciences hu- 
maines. Le but de la philosophie est donc de mettre en relief le sens que les hommes 
trouvent dans leur vie ou qu'ils lui attribuent et, de cette maniére, de renforcer 
l'affirmation de soi. 
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CURRICULUM AND METHOD IN THE ACADEMIC HIGH SCHOOL; © 
SOME FUNDAMENTAL CONSIDERATIONS 


by W. H. O. Scnurpr, Pietermaritzburg 
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Throughout Western countries the needs and functions of universities, A 
and indeed the "idea" of "the" university, are being critically ze" 
examined (1). At the same time there is vigorous discussion of the 
education given at the academic high school (grammar school, Gym- 
nasium), because it is the academic high school that “prepares” its pupils | 
for study at the university (2). y 

This paper is based on the assumption that however much the problems 
of the academic high school in different Western countries may differ in 
terms of concrete particulars, in essence they are very similar. The paper / 
attempts to formulate some basic educational criteria for guiding us in 
our thinking about both curriculum and teaching method in the academic 
high school. 

To place our discussion into proper perspective, it will help us if we 
glance back at the great reform of universities and high schools in Ger 
many at the beginning of the nineteenth century. In 1810 the University 
of Berlin was founded. Wilhelm von Humboldt wrote a memorandum (3) 
embodying his proposals for the founding of the university. These - 
proposals must be seen, if the modern reader wants to understand them, 
in relation to the state of knowledge that existed then and in relation 
to what one might call the temper of the times. m 

By the end of the eighteenth century and the beginning ofthenineteenth — 
the knowledge of ancient Greek civilization had increased enormously. The” i 
study of its language, literature, art, and philosophy, it was believed, — 
could teach us something about the conditions under which the noblest — 
potentialities of human nature could unfold, and it could provide us with — 
standards for judging contemporary life and society. But apart from this 
knowledge there had been tremendous extensions, ever since Descartes, 
of those fields of human enquiry which to-day are at the very root of our ~ 
civilization: mathematics, the physical sciences, astronomy. "9 

So much for the state of knowledge; what about the spirit with which 
the university was to be imbued? Whereas the universities at the end of ? 
the eighteenth century, for one reason and another, had come to place the — 
emphasis on teaching a body of traditional knowledge and examining 3 
this, the University of Berlin in 1810 was to embody a new conception 
of the role of the university: the main emphasis was to be on the extension — 
of knowledge and of thought. In pursuing this extension it was to be 
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unfettered. "The State," wrote von Humboldt, "should not look to the 
universities for anything that directly concerns its own interests, but 
should rather cherish a conviction that in fulfilling their real function, 
‘they will not only serve its purposes but serve them on an infinitely higher 
plane . . . affording room to set in motion much more efficient springs and 
forces than are at the disposal of the State itself." 

If the university were to be set free to devote itself to its true task - that 
of extending knowledge - students coming to the university would already 
have to possess a great deal of the traditional knowledge formerly im- 
parted at the university. Preparing for the university no longer meant, 
as it had done before, learning Latin grammar and other essential skills, 
it meant acquiring these plus a body of traditional knowledge which had 
formerly been taught at the universities themselves —in their Arts faculties. 
This meant inevitably that the school — the new Gymnasium — had to teach 
much more than it had formerly done. The normal age for entering the 
university was, in due course, raised drastically from something like 
sixteen or seventeen years to nineteen years. 

But then, as now, there was another side to the purpose served by the 
academic high school. Knowledge, acquired as a necessary foundation for 
study at the university, must also have its own inherent educative value: 
it must serve, in the lives of the pupils now, human ends that concern the 
whole of society. The Gymnasium was to mould the individual personalities 
of its pupils according to an ideal: the ideal of the fully developed, har- 
monious personality, and to give criteria for judging the present, neces- 
sarily imperfect, and possibly evil, society. The study of the ancient Greek 
civilization was to provide examples to emulate and standards by which 
to judge. The curriculum of the Gymnasium was therefore conceived as 
consisting of a central core of studies (Latin and Greek language and 
literature, including ancient history and mythology) around which a 
miscellany of modern subjects (mother tongue, mathematics, science) and 
even contemporary affairs could be studied. j 

This kind of school very soon ran into difficulties. The reasons why this 
happened are manifold, but the following two seem to me basic: | 

Firstly, the state of knowledge rapidly changed. Those disciplines which 
àre at the very root of the civilization that developed in the ninetee nih 
and twentieth century, viz. mathematics, physics, chemistry, could right- 
fully claim a greater share in the curriculum. In addition new disciplines 
developed, to an extent unforeseen at the beginning of the nineteenth 
century: history, biology, psychology, social anthropology, sociology, 
Philosophical anthropology. These also can help us to see the conditions 
which have to be fulfilled if human beings are to unfold their highest 
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potentialities and to see themselves, both as they are and as they could 
be. In other words, the study of ancient Greek civilization no longer 
seemed the only road that leads to a re-appraisal of man by men. 

Secondly, there was far too heavy reliance on the content of the curricu- 
lum to bring about the desired human ends, and too little consideration of 
the psychological realities of how persons learn and how their person- 
alities develop. W. von Humboldt's analysis of methods of teaching 
and learning stress the activity and creativity of the university 
student contrasted with the passive absorption of subject matter by the 
high school student. He regards this difference as being inevitable: first 
we learn what others have discovered and only when we have learnt all 
this, can our learning become active and creative (3). There seems to have 
been little recognition of the fact that re-creating can also be a form of 
creativity. 

And so started the recurring reforms of the curriculum which led to the 
addition of more and more subject matter and, in some countries, of 
stranger and stranger subjects, and the loss of cohesion, purpose, and 
pervading spirit. 

A symptom of this loss of cohesion, purpose, and guiding spirit is the 
everlasting complaint about the overloading of curricula and syllabuses 
and the harmful effects of ill-conceived examination requirements, Some 
fifty years ago Kerschensteiner described as the most urgent task facing 
the schools "getting rid of every vestige of encyclopedism” (4). At a 
conference in Tübingen in 1951 a resolution was passed deploring the 
“smothering of intellectual life at high schools and universities” (5) under 
the sheer weight of the knowledge that students are forced to acquire. 

What do we learn from this glance back over the last 150 years? What 
criteria for thinking about content and teaching method in the academic 
high school begin to emerge? 

Before we formulate criteria, it will be of interest to those countries like 
England, South Africa, and the United States of America, where the flow 
of students from the high school to the university is regulated by exami- 
nations which are not only public and written, but also examined by 
external examiners only, to note one obvious inference that can be 
drawn from what has just been described. It is this: the imperfections of 
the system of public, external, written examinations, real and deplorable 
as these imperfections often are, are not the root cause of the overloading 
of syllabuses and of the arid factual teaching of which teachers more than 
anyone else complain. Kerschensteiner’s strictures and the resolution of 
the Tiibingen conference applied to education in Germany, where the 
system of public, external, written examinations for the pupils of academic 
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high schools is not practised, though, of course, there are examinations, 
! but in these the teachers themselves play a much more active part. The 
root cause is much deeper than that and is more complex. A cause, not of 
fundamental but at least of psychological significance, is perhaps that 
both as teachers and as examiners we do not really know what we are after 
in education, and hence we cling to that which seems to be the most certain: 
facts — in teaching and in examining. It is notorious that teachers and 
examiners blame each other for exactly the same vice. 
I suggest that these are the criteria that emerge: 


. what we have to teach in our academic high schools depends on the state of 

knowledge in our time; 

what is taught must serve, in the lives of the developing pupils, immediate 

human ends that concern the whole of society; 

what is taught must be coherent; 

. those who teach must (i) be aware of which knowledge is basic to our civilization, 
(ii) think in terms of the human ends such knowledge is to serve and can serve, 
(iii) aim at making such knowledge cohere so that it will develop a dynamic 
of its own. 


N 


AME 


The first two propositions are the criteria for building our curriculum. 
The third and the fourth serve as the starting point for thinking about 
teaching method and the relation between teacher, pupil, and subject 
matter. All the criteria are interdependent; to apply one of them, in dis- 
regard of the others, inevitably leads us astray. 

The first criterion, viz. that what we have to teach depends on the state 
of knowledge in our time, if taken alone, seems at first sight to be a direct 
contradiction of the tenet of psychology that it is the child that matters 
and not the subject. But properly understood this tenet of child psychology 
should make us realize not that the activities of learning subjects are un- 
important, but that we should know what subject matter to teach and 
that we should teach it in such a way that its proper impact on the minds 
and personalities of pupils is assured. For learning a subject is not 
something we can do without in some way being changed by it. The great 
fields of human enquiry, which we compartmentalize into “subjects,” are 
modes of interpreting the world around us and in us which have been 
developed in the course of our cultural evolution. To train pupils in these 
is not to impose something alien on them but to support them in their own 
efforts to interpret the world. For a basic fact about being human is that 
we give meaning to things and events and make the world intelligible to 
ourselves (6). The smallest child is already interpreting the world around 
him in diverse ways. Some of his interpretations are highly personal and 
from the adult’s point of view arbitrary and not binding on anyone else; 
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others are capable of being shared. Growing up involves essentially the 
strengthening of our powers of giving meaning. The school must aid the 
child by giving it the opportunity to discover and to re-create for itself the 
meanings that have been given by others and that can be shared. It is by 
this process of giving meaning that we build up a public and shared world 
and at the same time become the persons that we are: Persons with such 
and such sensibilities, orientations, expectations, valuations (7). 

Because the process of building up a public and shared world and the 
process of becoming the individual persons that we are, are interdependent, 
acquiring the knowledge that is basic to our civilization and developing as 
a person should never be regarded as alternatives. If subject matter is 
selected and taught in such a way that it cannot increase the pupil’s own 
power and range of interpretation, then indeed it is educationally value- 
less; it is even harmful, for it gives rise to false attitudes towards 
knowledge. The tenet of child psychology — it is the child that matters, 
and not the subject — has had a most valuable influence on educational 
thinking and practice in the last fifty years. It needs now to be re-formu- 
lated, and I would subsume it under the second proposition: what is 
taught must serve, in the lives of the developing pupils, immediate human 
ends that concern the whole of society, and this proposition I would 
immediately link closely to the first one: that what is taught depends on 
the state of knowledge in our time. 

The practical issue that emerges is to determine which selections from 
the great fields of human enquiry can, if properly taught, support the 
pupil’s own efforts to give meaning to the world around and in him. Much 
of the discussion about the curriculum for the Sixth Form in England is 
centred on the dangers of "specializing" in either the Arts or the Sciences. 
At the National Education Conference held at the University of Natal, 
Durban, South Africa, in July, 1960, when prominent educationists, 
sociologists and scientists from England, Germany, Holland, the U.S.A., 
and Canada delivered the main addresses, the need for “bridging the gap" 
between the Arts and the Sciences was one of the dominant themes. There 
is a danger, however, in conducting all our discussions of the curriculum 
at the academic high school in terms of a customary distinction between 
"the humanities" and "the sciences," for the basic question for education 
at the academic high school is not whether both the humanities and the 
Sciences are represented, but whether the fields of human enquiry that 
are basic to our civilization and to our self-understanding in this civili- 
zation have been included. If we put this question, then, it seems to me, 
we cannot leave pupils the choice as to whether, in addition to the mother 
tongue and a foreign language, they will, or will not, study mathematics, 
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and physical science, and history, and geography, and that a strong case 
can be made out for the inclusion of biology as another compulsory 
subject. 

Mathematics and the physical sciences are basic to our civilization; 
there is no need to labour the point. But if we look at the need for self- 
understanding, then it is obvious that history is equally essential, for our 
civilization has not fallen from the skies but has developed, and if we want 
to understand our civilization and ourselves in it, we must study history. 
Biology I would include under the compulsory subjects, not only because 
it has become important to the more material and physical aspects of our 
civilization but because it can contribute very significantly to our self- 
understanding. Moreover, to the pupils at the academic high school the 
study of biology can give a more balanced picture of what science is about. 
The latter point needs a little amplification. 

The physical sciences and biology no doubt have a great deal in 
common as far as method and the attitude of the student to his subject 
matter are concerned. Empirical observation, forming hypotheses and 
testing these by experiment and direct observation, interpreting the re- 
sults and building consistent theories from which further significant 
questions arise — which again have to be answered by turning to experi- 
mentation and observation: these are, in a sense, the very heart of both. 
He who learns any of these sciences learns to interpret nature in terms 
of a network of conceptsthat fit into each other and at the same time to 
accept the challenge to the mind of the facts which do not fit the existing 
concepts and theories. Provided always that the pupil is not required 
merely to learn what science has to offer as a body of “established facts” 
and currently accepted theories, but is given the opportunity to participate 
in formulating the questions (even if these have been asked before) and 
to search for answers (although they are available in textbooks), it can 
develop in him the same attitudes towards puzzling phenomena in nature 
as in the great scientists themselves, and impose a similar self-discipline 
on him. 

But though the physical and the biological sciences have so much in 
Common with regard to method and basic attitudes required, there are 
also marked differences, for after all the one tries to comprehend inorganic 
nature and the other organic life. And the concepts which the two disci- 
Plines develop diverge more and more, the one depending essentially on 


mathematics, the other not. To have studied only the one and not the 


other, at any stage, is to get an altogether one-sided view of what science 
is and of what kinds of questions it tries to answer. Furthermore, it is 
something of the 


easier for the high school student of biology to sense 
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human relevance of science than it is for the pupil who has studied only 
the physical sciences, for biology includes the study of man in one of his 
aspects, which physical science, as usually taught, does not. 

About geography we can be brief. It is such an excellent bridge between 
the humanities and the sciences that it would be foolish not to use it. 

The list of compulsory subjects now reads: mother tongue, at least one 
foreign language, history, geography, mathematics, physical sciences, 
biology; to this might well be added two subjects on the creative Arts 
side, as suggested by B. A. Fletcher (8). 

For some countries (England, South Africa) particularly, where the 
number of subjects required for university entrance examinations has 
always been restricted, this may appear to be a formidable list. 

I do not suggest that all these subjects should be studied to the same 
level; in fact, I would insist that pupils be given considerable choice as to 
the subjects in which they wish to specialize. But none should be neglected. 

This brings us to the question of how we can get pupils to learn allthis. 
Is this list of compulsory subjects not merely doomed to perpetuate the 
encyclopedism which Kerschensteiner already hoped to eradicate? 

I want to try and find answers to the question by following up the third 
and the fourth propositions, which I formulated earlier, and to see where 
these will lead us: what is taught must be coherent; those who teach must 
be aware of which knowledge is basic to our civilization, think in terms of 
the human ends which such knowledge is to serve, and aim at making such 
knowledge cohere so that it will develop a dynamic of its own. 

The first point that we must make is that coherence of knowledge in 
the mind of the pupil comes not simply from the coherent arrangement 
of subject matter in a syllabus but from the attainment, by the learner, of 
crucial insights at crucial moments. 

What I mean is best explained by an experiment on learning inspired 
by Katona’s work and repeated at the University of Natal with students 
who were training to be teachers. We undertook this experiment to show 
what happens when we learn by insight. The students had to solve, 
individually, a series of card problems. We divided the students into three 
groups, which for convenience we shall now label the memorizing group, 
the insight group, and the self-active group (9). We had two sessions with 
each student. In the first session we gave them two card problems. In this 
first session the memorizers were told to memorize the sequence in which 
the cards would have to be arranged in order to be able to solve the 
problem, and this they did. The insight students were taught a principle, 
which, they were told, would enable them to solve the two card problems. 
The self-active students were told that they would have to find the 
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solutions themselves, using whatever method they liked. In the second 
session the students had to go over the two problems again — to test 
whether they could still do them and how long they took to do so. After that 
four new card problems were introduced, the first of them being very 
similar to those of the first session, the second, third, and fourth problem 
becoming increasingly more dissimilar. 

The results are very clear: 

1. in the first session the insight students took very much longer than 
the memorizers to solve the problems — about five times as long; 

2. a week later, in the second session, the insight students took aslong 
as the memorizing group to solve the two tasks again — they showed no 
apparent advantage for having understood what they had been doing; 

3. in the first new task, introduced at the second session and differing 
only slightly from those of the first session, the insight students showed 
only a very slight advantage over the memorizers; 

4. in the second, third, and fourth new tasks, which became more and 
more dissimilar from the original problems of the first session, the insight 
students at last were rewarded for having achieved insight — almost all the 
insight students solved these problems, almost none of the memorizers did; 

5. the self-active students showed very erratic behaviour: the results 
here depended almost entirely on the way in which they had solved the 
problems of the first session. If in the first session the problems had been 
solved by partial insight plus some luck, then this proved a hindrance to 
solving new problems; students then persisted stubbornly in using 
procedures which had worked previously, for reasons not fully understood. 
If, however, on the first occasion full insight into the principles involved 
had been achieved — and this was quite rare — then the self-active students 
did as well as the insight students. 

What are the implications? Teaching for insight takes time; muddling 
along with partial insights is a barrier to further learning; insight into a 
principle that is crucial gives us the light and the power to do much of our 


further learning unaided (10). 
point. Insight is described by Gestalt 


This brings us to a further RENE 
psychologists as a restructuring of the perceptual and cognitive EH 
Things which 


it involves a restructuring of the person's orientation (11). 
9ne has seen perhaps a thousand times, one now sees differently and one 
invests them with a new meaning and significance. It changes not only 
the way we see one thing but also our interpretation of other related facts 
and for the first time may make us aware of what previously had. passed 
unnoticed. It develops in the person new powers of seeing and interpreting. 


In thinking about the problem of the overloading of curricula and sylla- 
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buses we should think therefore in terms of the powers which we want to | 
develop in the pupils — or rather which we want the pupils to develop for 
themselves. 

There are certain abilities and sensibilities which no pupil can develop 
unless he is made to learn certain subjects. We do not, for instance, 
develop disciplined objectivity and a flair for asking significant questions 
of nature by being exhorted to do so. We do not become aware of the 
significance of the time perspective by being reminded of it. We have to 
learn science and history to develop these abilities and sensibilities. But 
by teaching those subjects we do not automatically develop those abilities 
and sensibilities, however hard we work and however much of even a good 
syllabus we cover. As teachers we must know what impact new facts or 
concepts or ways of enquiring can, under appropriate conditions, haveon 
a pupil's mind, and we must teach with that impact in view, for ultimately 
the success of teaching any subject depends on the spirit and purpose 
which imbues every aspect of that teaching: method in its concrete detail 
as well as teacher-pupil relationships. 

However, even when this condition has been satisfied, we cannot 
guarantee an impact, for the mind of the pupil is not like clay on which 
we can leave an imprint or which, at will, we can mould into a well-shaped 
form. It has its own pre-occupations, its own dynamic, its own blind spots, 
its own purposes, and not everything that enters it can re-orientate it. 
The really important learning that takes place is discontinuous and it 
occurs at unpredictable moments. By really important I mean that 
learning which re-orientates the person and thus develops new powers of 
interpreting and of responding to the world around him and in him. 

The task of the teacher is to seize the opportunities that present them- 
selves. Curricula and syllabuses are important, but even more important 
are an environment and an organization of learning which makes possible 
the seizing of opportunities — in one word, flexibility for a purpose. 

The view which I am expressing here figures prominently in discussions 
by German educationists and psychologists under the general concept of 
“exemplarisches Lernen” (11). Perhaps one could translate this as “proto- 
typical learning.” Insight into, and experience of, one phenomenon, 
provided it is well chosen, can illuminate many other phenomena. But the 
insight must be such that what is essential is clearly distinguishable from 
what is accidental and confined to that particular instance, and there 
must be an emotional impact on the learner. One experience of what à 
hypothesis is in science, if only it is a significant experience and has come 
at the right time, and provided it really shook the pupil’s naive faith in 
what seemed to be plain facts or established theory concerning something 
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that had become important to him personally, can do more to kindle the 
true spirit of scientific enquiry than a hundred routine accounts, under 
the headings approved by the teacher, of diverse laboratory experiments. 
One profound insight into the complexities of a political situation in 
history and the human and ethical issues involved can do more to open 
up an understanding of history as a whole than the superficial study of 
vast periods of history can ever hope to achieve. 

Prototypical learning depends, firstly, on the choice of learning 
activities that are the most important to the further growth of insight 
into the subject, and secondly, on the impact, both intellectual and 
emotional, on the pupil. It demands intensive teaching and learning 
rather than the attempt to cover as much as possible. 

This requires that the teacher should be a specialist of a very particular 
kind. He must know his subject well — not only the narrow segment laid 
down in the syllabus. He must be aware of the ramifications of knowledge 
and of the relevance of knowledge to the development of the personality. 
He must himself be concerned about the interconnectedness of knowledge 
and know of its roots in enquiring minds: to him specialization must never 
be a shelter that shuts out all possibilities of a wider vision. He needs to 
remind himself always of de Madiaraga's famous epigram: “he who is 
nothing but, is not even." 
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LEHRPLANE UND UNTERRICHTSMETHODEN AN DEN 
WISSENSCHAFTLICHEN HÓHEREN SCHULEN: 
EINIGE GRUNDSATZLICHE ÜBERLEGUNGEN 


von W. H. O. Scuwipr, Pietermaritzburg 


Der Autor versucht, einige erzieherische Grundsátze zu formulieren, die als 
Leitfaden für die Aufstellung der Lehrpläne und Unterrichtsmethoden an den 
wissenschaftlichen hóheren Schulen (grammar school, Gymnasium usw.) dienen 
können. Er geht davon aus, daß die Probleme der wissenschaftlichen höheren 
Schule in den westlichen Ländern, auch wenn sie in bestimmten Punkten vonein- 
ander abweichen, im Grunde die gleichen sind. 

Vier Grundsätze werden formuliert: 

1. der Unterrichtsstoff an den wissenschaftlichen höheren Schulen muß sich nach 
dem Wissensstand unserer Epoche richten; 

2. das Unterrichtete muß geeignet sein, die in der Entwicklung stehenden 
Schüler auf ein humanes, die ganze Gesellschaft angehendes Ziel auszurichten; 

3. das Unterrichtete muß in einem inneren Zusammenhang stehen; 1 

4. die Unterrichtenden müssen (a) sich klar darüber sein, welches Wissen von : 
grundlegender Bedeutung für unsere Zivilisation ist; (b) ihr Augenmerk auf eine P 
solche Wissensvermittlung richten, die dem humanen Ziel dient und ihm dienen. 1 
kann; (c) darauf bedacht sein, ein in sich geschlossenes Wissen zu vermitteln, - 
damit es zu einem aus sich selbst wirkenden Ganzen wird. 

Auf diesen Grundsátzen aufbauend gibt der Autor Hinweise auf einige neuere ` 
Ansichten über die Psychologie des Lernens und über das Problem der Beziehungen - 
zwischen der Aneignung von Wissen und der Entwicklung der Persönlichkeit. | 
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PROGRAMMES D’ETUDES ET METHODES D'ENSEIGNEMENT 
DANS LES ECOLES SECONDAIRES: 
QUELQUES REFLEXIONS FONDAMENTALES 


par W. H. O. SCHMIDT, Pietermaritzburg 


L'auteur s'efforce de formuler quelques critéres éducatifs de base qui pourraient 
nous guider dans lélaboration des programmes d'études et des méthodes d'en- 
seignement dans les écoles secondaires (lycée, Gymnasium etc.). Il estime que, 
méme si les problémes de l'école secondaire dans les pays de l'ouest différent par 
certains points particuliers, il se ressemblent par le fond. 

Quatre critères sont formulés: 

1. ce qu'il faut enseigner dans nos écoles secondaires dépend de l'état des con- 
naissances de notre époque; 

2. ce qui est enseigné doit servir, dans la vie des éléves en développement, à 
des buts humains immédiats qui concernent l'ensemble de la société; 

3. ce qui est enseigné doit étre cohérent; 

4. les enseignants doivent (a) dégager les connaissances fondamentales pour notre 
civilisation; (b) concentrer leurs pensées sur l'enseignement des connaissances qui _ 
doivent servir les buts humains et peuvent les servir; (c) viser à coordonner ces 
connaissances pour qu'elles puissent développer Jeur propre force dynamique. 

Considérant ce que ces critéres impliquent, l'auteur se réfère à des points de vue 
récents sur la psychologie de l'enseignement, sur le probléme des relations entre 
l'acquisition de connaissances et le développement de la personnalité. 


HIERARCHY IN ENGLISH EDUCATION 
by Sidney Morris, Birmingham 


The modern concept of hierarchy extends and deepens the dictionary 
definition of “graded division" by stressing the element of the “hieros.” 
This holy secrecy lies at the root of hierarchy. Division based upon 
difference of function is rational and consonant with democracy ; division 
based upon mystique-supported status, rank, position is irrational and 
fundamentally anti-democratic. Western civilization inherited from the 
late Roman Empire a tradition of hierarchical political and social organi- 
zation. Sufficiently strengthened by the Medieval Church to contain the 
attacks of the Renaissance and the Reformation in the intellectual and 
religious fields respectively, the hierarchical tradition passed into the 
industrial sector when suitable conditions had been created by the 
Industrial Revolution. During the present century, under the influence 
of the growth of monopoly and finance capital, hierarchical organization 
has spread to all the major fields of public life and in its train has emerged 
a set of hierarchical values which have gained increasing influence in 
recent years. 

The first group of such values may be classed under the general heading 
of security. Faced by the complexities of modern society, the individual 
seeks security by limiting his commitment, refusing to take responsibility, 
sheltering behind the “They” attitude ("They" are always at a point 
further along the chain of organization.) Security values include self- 
conservation, self-satisfaction, ataraxia ("leave me alone"), impartiality 
and non-involvement. The second and related group of values hinges on 
status. Status helps to satisfy the desire for security, the status group 
affording common standards and ideals, mutual support and protection. 
Status seeking is often the expression of aggressive drives arising out of 
feelings of inadequacy and ineffectiveness. Those who set great store by 
status tend to a limited, exclusive outlook, are able to identify themselves 
with the group to which they feel loyalty, even to the extent of curtailing 
their own freedom, tegard conformity as very desirable, attach great 
importance to the outward symbols of their status. The third group of 
values, emphasizing organization, includes efficiency, obedience, sub- 
ordination of human to material factors, sanctity of organization (“going 
through the normal channels.’’) 

As these values have reached their full expression at the same time as 
our modern system of education has developed, it is natural that education 
should be permeated by them in both its organization and content. The 
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| three-tier structure of education is fully hierarchical. The school and its 
governors, the Local Educational Authority (L.E.A.) and its adminis- 
trators, the Ministry and its inspectors all employ some measure of secrecy 
in their deliberations, look inwards to their own organizations seeking to 
conserve their rights and powers, place emphasis on correct methods of 
procedure and channels of communication, resent criticism from lower 
tiers. Her Majesty's Inspectors (H.M.I.) are treated with the reverence 
due to high priests who are the representatives of higher authority. They 
deal in secret and confidential reports. There is no mechanism for criticism 
or discussion of their work by schools or L.E.As. It is not that H.M.Is. 
are autocratic — they are a friendly, approachable, progressive body ; they 
function as part of a hierarchical system which does not allow participation 
of lower levels in the work of higher. Within the L.E.A. the division be- 
tween teachers and administrators is generally wide. Teachers, from 
ignorance of the functions and powers of the administrators, display 
ambivalent attitudes of suspicion and passive acceptance towards “the 
Office.” Teachers have no direct access to the L.E.A. Few of them ever 
set foot inside the L.E.A.’s offices. 

The three-tier organization of state schools (infants, junior, secondary) 
shows similar hierarchical qualities, even though there is some rational 
basis for this division in the differing needs of the children at different 
ages. Each stage is organized as a separate entity in such a way that there 
is virtually no co-ordination of teaching methods or syllabuses and very 
little co-operation between staffs. There is no machinery either for helping 
the children to bridge the gaps between the three stages or for bringing the 
teachers together. Responsibility for the child’s development, therefore, 
is shared between three groups of teachers. Little wonder that teachers 
commonly adopt the “They” attitude to the other stages. Infant teachers 
criticize junior school teachers for marring the creative work of the infant 
school by an excessively formal approach; junior school teachers complain 
that the infant schools fail to give the children a firm basis in reading and 
number work. Junior school teachers charge the secondary schools with 
killing the children's enthusiasm; secondary school teachers bemoan 
entrants’ low standards in the three R's. 

A further result of the stratification of schools is the marked difference 
in status at the three levels. At the secondary level, schools are staffed 
increasingly by graduates. There js a considerable number of special 
responsibility allowances available both for heads of departments and for 
teachers in charge of subjects or other branches of school work such as the 
library or careers. This is partly the cause, partly the result of the growing 
specialization and departmentalization of staff. The staff-pupil ratio for 
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all secondary schools is 1 : 20.7.!) Many of the staff belong to status 
organizations such as the Association of Assistant Masters or the National 
Association of Schoolmasters. The pupils' status symbols include School 
uniform, special equipment for games and physical education, a House 
System; teachers' status symbols range from gowns and free periods to 
civilized staff rooms and amenities. At the junior level, there is a sprinkle 
of graduates, a small number of special responsibility allowances, a. staff- 
pupil ratio of 1 : 29.1. A little specialization is found, especially in art and 
crafts, music and physical education, but the class teacher predominates. 
Pupils and staff have few status symbols and many junior schools are 
without even a staff room. At the infants level, very few allowances are 
available. The staff is almost completely non-graduate and sometimes 
includes unqualified teachers. The staff-pupil ratio rises to 1 : 30.0.2) 
Within the field of secondary education a similar stratification is found, 
Showing hierarchical attitudes even more clearly. The three types of 
secondary school - secondary modern, technical, grammar — are intended 
for three types of children — practical, technical and academic.3) This 
concept, which seems to have something in common with Plato's masses, 
auxiliaries and guardians, is challenged by many psychologists. Academic 
children are often very good at technical and practical problems; “techni- 
cal" ability is an amalgam of several types of ability and skill and has not 
been conclusively isolated; the practical child frequently achieves a 
measure of academic success if given encouragement and correct teaching. 
In fact this third group, into which over 70% of children are supposed to 
fall, is not selected by specially designed tests but consists of those who 
have low scores on the tests designed to select the academically gifted. 
The recent development of bilateral schools (grammar/technical, technical/ 
secondary modern) and of grammar streams in secondary moderns and 
the considerable growth of comprehensive schools point to the weaknesses 
of the tripartite system. There is continual change in children’s intelli- 
gence, ability, interests. Various skills co-exist in the same child, to be 
revealed as age, experience and environment evoke them. The rational 
bases of the tripartite system are being more and more widely challenged. 
Organization values, especially efficiency and depersonalization, help to 
account for its widespread continuance. And in its necessary concomitant, 
the 11+ examination, the hierosis clearly seen not only in the acceptance of 
the premises on which the tests are based but also in the secrecy of the 


d Hop de in 1960. London: H.M.S.O. pp. 158-159. 
Mala 

3) Curriculum and Examinations in Secondary Schools (The Norwood Report): 

London; H.M.S.O. 1941, pp. 2-4. 
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_ whole operation. The human element has depreciated at the expense ofan 
impersonal machine; what began as a tool is allowed to become master. 


Inside the three types of school, status assumes increasing importance 
as the technical and secondary modern schools vie to achieve “parity of 
esteem” with the grammar schools. Secondary modern and technical 


| schools take up Rugger, insist on uniform, organize out-of-school activities, 


departmentalize their internal organization, concentrate attention on 
external examinations, especially the G.C.E., develop Sixth Forms - and 
generally out-grammar the grammar schools.!) 

An examination of the internal organization of schools reveals a marked, 
and growing, similarity to large-scale industrial and commercial organi- 
zation. Complex organization, in the larger schools, extends to all aspects 
of work and play. A horizontal division according to age into junior, 
middle and upper schools is supported by the appointment of heads, and 
in some schools of deputy heads, of these sections. Each age division may 
be split vertically into Houses for athletic and social purposes, each again 
with housemaster (or mistress) and assistants. For academic purposes there 
is an over-all vertical division of staff into departments (mathematics, 
English etc.) each headed by a senior subject teacher with assistants 
graded in strict seniority. A large department (e.g. Science) may be split 
into sub-departments (Physics, Chemistry, Biology etc.) again under the 
charge of senior subject teachers. 

The key-figure in every school is the Head who has the right to run the 
school as he wishes. He is, of course, subject to a number of pressures — 
from governors, H.M.Is., L.E.A. officials, parents — but in the last analysis 
the school is his responsibility. And this freedom of the Head is often 
advanced as evidence of the freedom in our educational system. This 
appears to be an extraordinary claim when the true, autocratic nature 
of the Head's position is examined. For the Head exercises effective 
control over all staff and pupils, over policy, organization, curricula, even 
teaching methods. Consultation with staff is not obligatory and depends 
on the whim of the Head. His power is further increased by his ability to 
influence his staff's salaries through the award of special responsibility 
allowances.) 

The system of special responsibility allowances gives official sanction 
to the division and grading of staff. Groups of senior subject teachers and 


1) In 1957- 9.000 candidates for "0" level examination 
In 1960-25.800 candidates for “O” level examination secondary modern). 

d These allowances are given to selected members of staff who are appointed 
to Graded Posts carrying extra salary for special responsibility. The sum available 
for such allowances depends on the size and nature of the school. See the Burnham 


Reports of 1951 and 1956, H.M.S.O. 


secondary modern). 
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minor executives are formed, each having status backed by extra pay. 
Inherent in this method of paying for responsibility is the recognition that | 
those who are not paid extra have a limited, lower grade responsibility, 
The hierarchical nature of this system is nowhere more clearly seen than | 
in those schools where allowances are given to teachers who carry no | 
special responsibility, for here a status group is created which has no 
justification in function. The tendency of the special allowance system is 

to bring about over-organization and to diminish direct participation in 
running the school on the part of rank and file teachers. 

The curricula of the schools trace their origin through the Medieval 
trivium and quadrivium to Plato who postulated the theory that the soul 
has different parts, that each part has its proper virtue and that these 
virtues may be trained by appropriate exercise. To this we owe the faculty 
theory of the mind and a curriculum based on it, each separate subject 
being designed to sharpen a particular faculty. This theory has long been 
exploded; the curriculum, however, remains. There have, of course, been 
significant modifications, especially in infant and junior schools, but 
everywhere the traditional principles are discernible. The child's learning 
is segmented and each segment (called a “subject”) is treated in isolation. 
The subjects are ranked in order of importance and teaching time and 
position in the time-table are allocated according to rank. Special re- 
sponsibility allowances partly depend on this ranking. Generally academic 
subjects take precedence over aesthetic and practical. At the infants and 
junior levels, the rank is: “basic subjects” (i.e. the3 R's.) first, environ- 
mental studies and religious knowledge second, subjects that develop skills 
third. At the secondary level, English and mathematics first, Science and 
foreign languages second, environmental studies and religious knowledge 
third, aesthetic and practical subjects fourth. The acceptance of the value 
of accumulated facts is widespread and is accompanied by an uncritical 
approach to knowledge. Though faculty psychology has long been 
disproved, it is still widely followed as is the concept, which flows from it, 
of transfer of training. Despite an accumulated mass of evidence to the 
contrary, it is still commonly believed that Latin trains accuracy, science 
trains Observation, rote learning trains the memory. Arguments based on 
transfer of training are often used to support the traditional curriculum 4 
and authoritarian teaching methods. | 

If knowledge is sacred, so is the teacher who transmits it. This approach 
to the teacher as priest, vates, interpreter of mysteries, is still with us: 
The teacher tells; the pupil listens. Teaching is lecturing; learning 15 

listening, notetaking, absorbing. The teacher teaches the group from the 


Pe — 
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outside. The concept of learning asa co-operative activity by a group which 
includes the teacher is not widely accepted. 

The English educational system is commonly regarded as one of the 
most democratic in the world from the point of view of freedom from 
central control and freedom of opportunity. This brief analysis of hierarchy 
in English education suggests that the widespread and often unquestioned 
acceptance of hierarchical values militates against the growth of demo- 
cratic education. It is true that, in both the secondary and primary fields, 
considerable progress has been made towards a planned freedom. But the 
inner conflict between democratic aims and hierarchical practices needs to 
be resolved if the energies of teachers, educationalists and parents are to 
be harnassed for further educational advance. This will require the gradual 
elimination of hierarchical elements, a re-appraisal of democratic values — 
participation and co-operation, criticism and discussion, tolerance and 
respect for the individual - in the light of the specific conditions pertaining 
in England to-day, and the conscious modification of our system in 
accordance with these modified values. 


HIERARCHIE IM ENGLISCHEN ERZIEHUNGSWESEN 
von Sidney Morris, Birmingham 


Dem modernen Begriff der Hierarchie als einer gradmäßigen, auf einer sym- 
bolischen Rangordnung beruhenden Einteilung, liegen drei Wertgruppen zugrunde; 
Sicherheit, Stellung und organisatorische Vollkommenheit. Diese Wertgruppen 
üben einen starken Einfluß auf das englische Erziehungswesen aus und spiegeln sich 
wider in der dreiteiligen Struktur des Erziehungssystems (Schule, örtliche Schul- 
behörde und Erziehungsministerium), in der dreiteiligen Aufteilung der staat- 
lichen Schulen in Kindergarten, Grundschule und höhere Schule, und in der drei- 
teiligen Struktur der Höheren Schule, nämlich grammar school, technical school und 
secondary modern school. Bei den drei Typen der höheren Schule wird das Streben 
nach „Stellung” im Kampf um die „Gleichheit der Anerkennung” offenbar. Inner- 
halb der Schule nimmt die Organisation immer mehr den Charakter einer breit an- 
gelegten Industrie- und Handelsorganisation an. Die autokratische Stellung des 
Schulleiters wird dadurch, daß ihm eine besondere Freizügigkeit in der Verant- 
wortung eingeräumt wurde, noch mehr hervorgehoben und betont die Unterschiede 
innerhalb der Lehrerschaft. a 

Eine ähnliche irrationale Teilung macht sich in den Lehrplänen bemerkbar. Die 
Auswahl und Vorrangstellung der einzelnen Facher, die Unterrichtsmethoden und 
das Lehrer-Schüler-Verhältnis sind, vor allem in der höheren Schule, nach über- 
holten Lehrbegriffen ausgerichtet. Zwischen den demokratischen Zielen und der 
hierarchischen Praxis der Erziehungswesens ist ein Konflikt entstanden, der umso 
ernster zu nehmen ist, als er nicht immer offen zutage tritt. Ein bewußter Verzicht 
auf die hierarchischen Elemente kann zur Lösung dieses Konfliktes beitragen und 
den Weg ebnen für weitere Fortschritte im englischen Erziehungswesen. 
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LA HIERARCHIE DANS L'EDUCATION ANGLAISE | 
par Sidney Morris, Birmingham 


Le concept moderne dela hiérarchie comme division graduée basée sur des valeurs 
sociales symboliques, se fonde sur trois groupes de valeur importants: la sécurité, le 
rang social et une organisation efficace. Ces valeurs exercent une influence consi- 
dérable sur l'éducation anglaise et sont reflétées dans la structure à trois degrés du 
systéme d'éducation (école, autorités d'éducation locales et ministére de l'éducation); 
dans l'organisation à trois degrés des écoles nationales en écoles maternelles, 
élémentaires et secondaires; et dans la structure ternaire de l'école secondaire en 
lycée (grammar school), école technique (technical school) et école secondaire moderne 
(secondary modern school). Au sein des trois types d'école secondaire, la poursuite du M 
rang social se fait voir dans la lutte pour la “parité d'estimation”. Au sein de - 
l'école, l'organisation prend les caractéristiques d'une organisation industrielle et ' 
commerciale de grande envergure. La position autocratique du directeur a été 
fortifiée par l'introduction d'un système de répartition de responsabilités spéciales 
qui accentuent la division dans le corps enseignant. 

Dans les programmes d'études on peut constater une division irrationelle analogue. 
Le choix et la hiérarchie des matiéres, les méthodes d'enseignement et les relations 
entre maitres et éléves y sont basées sur des théories périmées. Un conflit, plus 
sérieux encore parce que l'on ne s'en aperçoit pas toujours, s'est élevé entre les buts 
démocratiques et les pratiques hiérarchiques en éducation. L'élimination con- 
Sciencieuse des éléments hiérarchiques aidera à résoudre ce conflit et à préparer la 
voie à de nouveaux progrés éducatifs en Angleterre. 


LE CONCEPT D'EDUCATION COMPAREE 
par LEONARDO FUENTEALBA HERNANDEZ, Chili 


Quand on réfléchit sur la valeur des études comparatives qu'on fait 
dans le domaine de la réalité et de la pensée éducative, tout de suite un 
probléme se pose: Qu'est-ce que l'éducation comparée? Quelle est sa 
nature, en quoi consiste-t-elle et quelle est l'essence de cette discipline? 

"L'éducation comparée, dit le professeur Rosselló, présente un phéno- 
méne singulier. Nous savons tous qu'elle existe. Cependant, en dépit de 
cette certitude, les professeurs spécialisés qui se sont réunis à deux re- 
prises sous les auspices de l'Unesco ne sont pas parvenus à se mettre 
d'accord pour en donner une définition." !) La situation qu'il constate 
est exacte, mais existe-t-il un concept univoque par rapport à l'éducation 
en général, à la philosophie et aux autres sciences de l'esprit? N’y aurait-il 
pas en tout cela une attitude existentielle déterminée du chercheur, liée à 
une certaine vision de l'homme, de la vie et de l'univers? 

Pour préciser les traits essentiels de l'éducation comparée, rien ne nous 
semble plus indiqué qu'un examen comparatif des conceptions de quelques 
précurseurs et des spécialistes actuels dans ce domaine. 


I. Marc-Antoine Jullien: Père de l'éducation comparée 

Historiquement c'est Marc-Antoine Jullien, de Paris, qui fut le pre- 
mier à concevoir l'idée d'une étude comparée de l'éducation et à réfléchir 
Sur sa signification et sa portée. Pénétré de l'esprit de la philosophie de 
l'illustration, il est convaincu de la valeur pragmatique de l'activité 
éducative comme un instrument de progrés social. Dans son Esquisse 
el vues préliminaires d'un ouvrage sur l'éducation comparée, publiée en 
1817, il dit: “La réforme et l'amélioration de l'éducation, véritable base 
de l'édifice social, et premiére source des habitudes et des opinions, qui 
exercent sur la vie entière une puissante influence, sont un besoin géné- 
ralement senti, comme par instinct, en Europe. Il s'agit d'indiquer les 
moyens de satisfaire à ce besoin de la manière la plus stire, la plus efficace 
et la plus prompte." 2) 4 

Pour servir ce but, véritable entreprise pédagogique destinée à fournir 
les moyens nécessaires pour l'amélioration de l'éducation publique et 
privée dans tous les milieux sociaux, Jullien écrit son essai sur l'éducation 
—_ 


foes RosseLL6, Pedro, L'éducation comparée au service de la planification. Genéve, 
» P. 1. 


SET ULLIEN, Marc-Antoine. Esquisse et vues préliminaires d'un ouvrage sur l'édu- 
cation comparée, Paris, 1817, p. 7. 
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comparée dans l'espoir qu'il soit accueilli par les gouvernements euro- 
péens, car il pense: qui pourrait bien se refuser à examiner ces idées et | 
contribuer à sa réalisation “si elles paraissent conformes à la raison et 
inspirées par un véritable amour de l'humanité?" 1) 

D'aprés lui, l'éducation doit se situer dans le cadre des sciences naturel- 
les et il lui assigne, en conséquence, une double fonction: d'abord, l'ana- 4 
lyse comparative des faits éducationnels et, ensuite, l'établissement des 
lois ou principes qui les régissent ce qui permettrait non seulement de les 
expliquer mais aussi de constituer la base d'une action normative, 
c'est-à-dire d'une politique éducationnelle. “L’éducation, écrit-il, comme 
toutes les autres sciences et tous les arts, se compose de faits et d'obser- - 
vations. Il paraît donc nécessaire de former, pour cette science, comme on 
l'a fait pour les autres branches de nos connaissances, des collections de 
faits et d'observations, rangées dans des tables analytiques, qui per- 
mettent de les rapprocher et de les comparer, pour en déduire des prin- 
cipes certains, des régles déterminées, afin que l'éducation devienne une 
Science à peu prés positive, au lieu d'étre abandonnée aux vues étroites et 
bornées, au caprice et à l'arbitraire de ceux qui la dirigent, et d’être 
détournée de la ligne directe qu'elle doit suivre, soit par les préjugés 
d'une routine aveugle, soit par l'esprit de systéme et d'innovation." ?) 

Lauwerys a souligné avec raison l'influence de l'analyse baconienne de 
la nature de la recherche scientifique en méme temps que la sous-estima- 
tion du róle de l'imagination créatrice dans la conception de l'éducation 
comparée exposée par le publiciste francais. 3 

Or, les recherches sur l'éducation comparée, faites sur la base des tables 
analytiques et d'accord avec les buts signalés par Jullien permettent en 
premier lieu le perfectionement de la science de l'éducation, comme il ar- 
rive dans les autres domaines de l'activité scientifique. “Les recherches sur 
l'anatomie comparée, dit-il, ont fait avancer la science de l'anatomie. De 
méme, les recherches sur l'éducation comparée doivent fournir des moyens ` 
nouveaux pour perfectionner la science de l'éducation." 4) Aussi il met 
l'accent sur la valeur pragmatique des analyses comparatives pour amé- 
liorer les systémes nationaux d'éducation, permettant de juger quelles 
sont les branches de l'enseignement dans les pays étrangers qui ont atteint 
des progrés dignes d’étre imités “avec les modifications et les changements ; 


1) JULLIEN, op. cit., p. 19, 
2) Tbid., p. 13. à Se 
3) LAUWERYS, J. A., “The philosophical approach to comparative education. 

International Review of Education, 1959, No 3, p. 25-26. 13. 
4) Jurrien, Marc-Antoine: Esquisse et vues préliminaires d'un ouvrage... P: 19 
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que les circonstances et les localités pourraient faire juger convenables.” 1) 

Jullien passe ainsi, insensiblement, du plan théorique au plan des 
applications pratiques et dans ce domaine l'intervention de l'Etat lui 
semble indispensable. “Une politique judicieuse, libérale, éclairée, écrit-il, 
découvre dans la prospérité des autres nations un moyen de prospérité 


Les Anglais Matthew Arnold et Michael Sadler ont eu une influence 
décisive dans la détermination du concept de l'éducation comparée et 
dans l'orientation de ces études. Ils ont exposé leur pensée dans une série 
de rapports sur les systémes d'éducation des pays étrangers dans la 
Seconde moitié du siécle passé. Arnold a compris que l'emploi de la mé- 
thode comparative est fondamental pour les études d'éducation compa- 
rée. Il a dit en 1868: “It has been quite the order of the day here, for some 
years past, to discuss the subject of popular education. This is a subject 
Which can no more be known without being treated comparatively, than 
anatomy can be known without being treated comparatively.” 3) 

Mais l'éducation comparée a pour but non seulement l'analyse des sys- 
témes d'éducation qui existent mais aussi l'examen des réformes les plus 
appropriées aux conditions sociales et économiques. La comparaison est 
donc concue comme une méthode nécessaire à la réforme de l'enseigne- 
ment qu'on ne peut faire sans tenir compte des différences nationales en 
traditions historiques et des conditions géographiques et économiques, 
c'est-à-dire de ce qu'on a appelé par la suite le caractère national de la 
communauté. Arnold pense que les différentes conditions des divers carac- 
téres de deux nations doivent nécessairement s'imposer sur l'action d'un 
principe quelconque 4). 

Ainsi concue, l'éducation comparée apparait avec un caractére dyna- 
mique et une claire tendance utilitaire. C'est de cette maniére qu'Arnold 
à essayé de tracer un plan de réorganisation de l'enseignement anglais en 
Sinspirant d'une étude sur l'instruction publique dans d'autres pays 
européens et dans les conditions et perspectives du monde contempo- 
rain 5), 


: son propre pays.” 2) 
| II. Deux précurseurs anglais: Matthew Arnold et Michael Sadler 
d 


: 


Um m 


i] 1) Voir RossELLÓ, Pedro, Marc-Antoine Jullien, de Paris, Père de l'Education 

Comparée et Précurseur du Bureau International d'Education. Genève, 1943. | 

Ct. MAJAULT, Joseph, “Les centres nationaux de documentation pédagogique 

$t leur importance dans la pédagogie comparée." Cahiers Pédagogiques. Paris, ler. 
- Janvier 1962, p. 62-65. 
| ARNOLD, M., Higher Schools and e en p- 215. 

OLD, M., Popular Education in France, S ae 

| *) Ct. Hans, deren Peas of Comparative Education.” British Journal 
| ° Educational Studies. London, Novembre, 1952, p. 56-59. 
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Michael Sadler — qui est considéré par Kandel comme le fondateur de | 
l'éducation comparée moderne — n'a pas seulement contribué au dévelop- ; 
pement de la recherche dans ce domaine par la publication d'une série de 
Special Reports on Educational Subjects (1898-1911), mais a examiné aussi 
avec un fin esprit critique les valeurs et les méthodes de l'éducation 
comparée. Dans son étude sur How far can we learn anything of practical 
value from the study of foreign systems of education? il disait: “En étudiant 
les systémes d'éducation étrangers il ne faut pas oublier que les facteurs | 
externes à l'école sont plus importants encore que les facteurs internes et 
que les premiers dirigent et interprètent les seconds. Nous ne pouvons pas | 
errer à notre gré dans les systèmes d'éducation du monde... Un système, 
national d'éducation est une chose vivante, c'est le résultat de luttes et | 
de difficultés oubliées, et de batailles du passé... Mais, est-il possible 
qu'en cherchant à comprendre avec un esprit ouvert le fonctionnement 
réel d'un système d'éducation étranger nous soyons plus aptes à pénétrer | 
dans l'esprit et dans la tradition de notre propre système d'éducation? . . 
La valeur pratique de l'étude du fonctionnement des systémes étrangers | 
faite avec un esprit de justice et une exactitude érudite, c'est d’étre mieux 
préparé à étudier et comprendre le nótre." 1) 

En général, Sadler insiste sur les deux aspects les plus importants de la | 
pensée de Matthew Arnold: l'éducation comparée ne doit pas limiter 
son analyse à la pratique scolaire, mais elle doit embrasser la totalité 
d'une situation nationale; et l'éducation comparée a une valeur utilitaire | 
pour la réforme du propre systéme traditionnel d'éducation. Il met en 
garde, d'ailleurs, contre l'imitation hâtive ou la transplantation sans! 
discrimination des systémes étrangers. Sadler reléve, d'ailleurs, à cóté 
de l'importance de l'histoire et du caractère national dans les differences 
des systémes d'éducation, l'influence des facteurs économiques, sociaux, 
politiques, etc. A ce propos, il signale l'influence du chemin de fer et 
des autres moyens de communication, la concurrence transocéanique de$ 
valeurs agricoles et par conséquent l'importance des districts ruraux 
dans la ville; la fusion du pouvoir des grandes organisations militaires et 
du service militaire obligatoire; l'action des grands courants d'opinion 
qui ont fait disparaitre de vieilles frontiéres et rompu des barrières qui, 
auparavant ont résisté au changement ?). 


1) Reproduit par Hans: Educación Comparada. (Traduc.) Buenos Aires, 1953, P. 
11. Edition angl. p. 3. jon. 

?) Voir l'article “The Centenary of an English Pioneer in Comparative Educatiy i 
Sir Michael Sadler (1861-1943)” par J. H. Hıccınson. Revue Internationale de 
dagogie, 1961, N° 3, p. 286-296. 
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III. I. L. Kandel et sa contribution à l'éducation comparée 

Parmi les spécialistes de la pédagogie sociale de l'Amérique du Nord, 
c'est Isaac L. Kandel qui a fait preuve de la plus grande préoccupation 
pour l'éducation comparée, non seulement dans le domaine de la recher- 
che, mais aussi dans l'éclaircissement de ses fondements théoriques. 
4 "Quant à la portée et aux méthodes de la nouvelle discipline, qui se 
E distincte de l'histoire de l'éducation et de la philosophie de 
l'éducation, leur définition doit beaucoup au professeur I. L. Kandel, qui 
' a joué un rôle important par l'ampleur de son ceuvre et par l'influence 
qu'il a exercée sur toute une génération d'érudits." 1) Outre ses ceuvres 
fondamentales sur l'éducation comparée, le résultat de ses recherches est 
» exposé dans /'Educational Yearbook qu'il dirige lui-même, et dans The 
u Year Book of Education, publication commune à |’ “Institute of Education” 
. de l'Université de Londres et du “Teachers College" de l'Université de 
Columbia. 
-.. Kandel affirme que l'éducation est liée à des causes multiples et à des 
facteurs sociaux, économiques, politiques et culturels, synthétisés dans 
l'idée de nation et de caractére national qui déterminent les systémes 
d'éducation propres à chaque pays. Pour comprendre, apprécier et éva- 
luer la vraie signification du systéme d'éducation d'une nation, il est 
indispensable de s'intéresser à son histoire et à sa tradition, aux mobiles 
et facteurs qui régissent son organisation sociale, aux conditions politiques 
et économiques qui déterminent son développement.?) Les systémes 
d'éducation sont bien plus influencés par les facteurs sociaux et les con- 
cepts politiques que par les théories psychologiques et philosophiques 
éducationnelles qui considèrent l'individu comme personnalité isolée, 

Kandel constate qu'un nouveau type d'organisation éducative a com- 
mencé à surgir au cours de la période d'aprés-guerre dans plusieurs pays, 
inspirant dans chaque pays la “couleur, la forme et le parfum” des forces 
actives qui caractérisent la culture d'une nation. Les problémes et les 
buts de l'éducation ont à l'heure actuelle une analogie extraordinaire 
dans la plupart des pays. Cependant, les solutions sont différentes parce 
que conditionnées par des différences de traditions et de culture nationa- 
les. Cela le pousse à considérer les systémes nationaux d'éducation comme 
des "laboratoires d'expérimentation" de procédés en rapport avec des 
Problémes sociaux, pour la solution desquels les forces politiques, sociales 
et économiques, et la culture traditionnelle ont une importance plus 
&rande que n'importe quelle théorie universelle d'éducation 2). 
5 2, UNESCO, “L'œuvre des comparatistes”. L’Education dans le monde, 1955, 

d Cf. KANDEL: Comparative Education, 1933, p. xix. 

NDEL: The new Eva in Education, 1955, p. 6 suiv. 
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Face à cette réalité éducationnelle, quelle est la signification, la m 
et l'importance de l'éducation comparée? “The chief value of comparative 
approach to such problems, écrit Kandel, lies in an analysis of the causes 
which have produced them, in a comparison of the differences between 
the various systems and the reasons underlying them and, finally, in a 
study of the solutions attempted.” 1) En d'autres termes, l'étude com 
parée exige avant tout une appréciation des facteurs culturels, spirituels, 
impalpables et intangibles qui sont le fondement d'un système d'ëdues A8 
tion. Les facteurs et les forces extérieurs à l'école sont plus importants 
que ceux qui se trouvent à l'intérieur. 

En méme temps qu'il adopte l'attitude ‘“‘antipédagogiste” de Sadler, 
Kandel met l'accent sur l'orientation sociologique en liant les études 
comparatives avec les diverses sciences économiques et sociales, ce qui 
donne à l'éducation comparée un caractére interdisciplinaire. Il pense; 
d'ailleurs, que si l'éducation comparée est conçue comme une méthodolo- $ 
gie, elle peut être considérée comme la suite de l'histoire de l'éducatioi 
à l'heure actuelle, ce qui impliquerait une limitation temporelle de so 
champ d'étude 2). Précisant davantage son concept de la nouvelle dis’ 
cipline il dit: *Le but de l'éducation comparée, comme celui du droit, de 
la littérature ou de l'anatomie comparés, c'est de découvrir les différences 
dans les systémes d'éducation"; à quoi l'on devrait ajouter, d'aprés 
Hans, “pour dégager les principes fondamentaux qui régissent le déve- 
loppement de tous les systèmes nationaux d'éducation", ce qui est im- 
plicite dans la définition du comparatiste américain. 3) 

Dans la conception de Kandel, les analyses descriptives des systémes 
nationaux d’éducation sont importantes quand elles sont exactes et J 
écrites avec une connaissance profonde des éléments qui leur donnent un 
sens. Elles constituent la base des études comparatives. Les publications A 
annuelles et les innombrables articles écrits par divers auteurs au sujet des 
systémes d’éducation de plusieurs pays, peuvent fournir les fondements, 
mais ne constituent pas par eux-mémes des travaux sur l'éducation com- 
parée. 4) Plutót que de décrire en détail un systéme national d'éducation; 
il est plus intéressant de déterminer sa “forme” particuliére, contribuant 
au développement d’une ample “attitude philosophique", indispensable M 
pour apprécier les systémes d'éducation étrangers et pour mieux com. § 
prendre celui de son propre pays. Ainsi conçue, l'éducation comparée 95 
devient une branche de la politique, dans le sens étymologique du terme, 


d KANDEL, Comparative Educalion, p. xix. 


d * : Nr 
3) KANDEL, I. L., “The Methodology of tive Education". Internationa 
Review of Education, 1959, No 3, pL 16s acq) d i u 


3) Voir Hans, N., Educación'Comparada, 1983, p. Ne angl. p. 5. 
4) KANDEL, I. L., The New Era in Education, p. 6. 
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- qui contribue au perfectionnement de l'éducation dans chaque pays et au 
développment de la compréhension internationale. 1) 


IV. La conception de Nicholas Hans 


Sur la trace de Kandel, mais s'inspirant de la philosophie idéaliste, 
_ Nicholas Hans, qui est peut-être le plus distingué promoteur de l'éduca- 
tion comparée en Angleterre, accentue encore plus le point de vue histo- 
rique et envisage l'éducation dans chaque pays comme le résultat d'un 
fonds national et culturel. A travers son ceuvre, qui comprend prés de 
cent et vingt publications, il réaffirme la thèse selon laquelle les systèmes 
nationaux d'éducation, de méme que les constitutions ou les littératures 
nationales sont l'expression extérieure du caractére national distinguant 
A les nations les unes des autres. A son tour, le caractére national est le 
» ‘résultat complexe du mélange des races, des adaptations linguistiques, 
` des mouvements religieux et des situations géographiques et historiques 
en général. L'éducation, en tant que fonction du caractére national 
devient un des facteurs qui le déterminent. 
y Les systèmes nationaux modernes d'éducation se projettent, d'ailleurs, 
autant dans le passé que dans l'avenir. Or, comme le passé d'une nation 
à été souvent forgé par des facteurs communs à de nombreux pays et que 
les idéaux de l'avenir découlent de mouvements universels, les problémes 
de l'éducation dans les différents pays sont similaires et les principes qui 
Président à la recherche de solutions peuvent se comparer et méme 
s'identifier 2). 
L'étude analytique de ces facteurs vus sous l'angle historique et la 
comparaison des solutions envisagées pour les problémes qui en résultent, 
; Sont, d’après Hans, le but principal de l'éducation comparée ?). Pour 
» délimiter son champ d'action, il estime que l'application des découvertes 
Consécutives à ces études restent en dehors du champ de l'éducation com- 
| Parée proprement dite et relève en théorie de la philosophie de l'éducation 
| eten pratique de l'administration et de l'organisation scolaires. Comme 
» discipline académique, cette éducation comparée se situe à la limite des 
humanités et des sciences, s'approchant ainsi de la philosophie qui con- 
Stitue la base de ces deux secteurs de la culture. Cette place spéciale de la 
| Nouvelle discipline et son caractère à la fois statique et dynamique la 
Portent à employer dans ses recherches le principe de causalité, propre 
aux sciences naturelles, et à considérer le rôle attribué aux intentions déli- 
tia 


a Kanner, I. L.: Ibi 12 suiv. ae 

*) Cfr. Hans, N.: ZE Comparada. Estudio de los factores y tradiciones 
educacionales, B. Aires, 1953, p. 18 suiv. éd. angl., p. 10. 

) Hans, N., Ibidem, p. 18, éd. angl, p. 10-11. 
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bérées dans les actions humaines et les causes finales !). En outre, comme 
discipline comparative, l'éducation comparée doit interpréter des faits, 
parce que “sans interprétation il n'y a pas de comparaison possible”; 
cette comparaison peut étre descriptive ou fonctionnelle. 

Pour que l'éducation comparée puisse atteindre son sens réel, par 
l'interprétation des faits, Hans considére qu'il est indispensable de déter- 
miner à l'avance les instruments de travail et de compréhension, en parti- 
culier ceux qui se rapportent aux statistiques et au vocabulaire, sans 
lesquels l'abondante documentation réunie par les organismes inter- 
nationaux serait sans valeur. Sans chercher à savoir si les valeurs éduca- 
tives peuvent étre comparées au moyen de méthodes mathématiques, il 
pense qu'on peut essayer avec succés une comparaison juste de leur fonc- 
tion dans les diverses situations. “Si nous pouvions, dit-il, dissocier et 
analyser les facteurs historiquement actifs dans la création des différentes 
nations, nous pourrions progresser rapidement vers la définition des prin- 
cipes qui sont à la base des systèmes nationaux d'éducation." 2) 

C'est ce qu'il fait lui-même dans son œuvre classique sur l'éducation M 
comparée quand il isole successivement les facteurs qui donnent, totale- 
ment ou partiellement, sa forme à l'enseignement national: facteurs 
d'ordre naturel (races, langues, géographie, économie), facteurs d'ordre 
religieux (catholicisme, protestantisme, puritanisme, anglicanisme) et 
facteurs d'ordre non confessionnel (humanisme, socialisme, nationalisme, 
démocratie). L'argumentation, appuyée sur des exemples pris dans de 
nombreux pays, se développe conformément à la méthode historique. 

Au cours du congrés des comparatistes qui eut lieu à Hambourg, en 
1955, Hans a insisté sur ces points de vue. “Ce que nous avons fait et 
pouvons faire, a-t-il dit, c'est comparer des fonctions: par exemple, la 
fonction sociale de l'Université aux U.S.A. et en Angleterre. En tout cas, 
diagrammes et statistiques restent superficiels s'ils ne sont pas inter- 
prétés. Le vocabulaire est une des préoctupations les plus urgentes. Un 
tableau statistique de l'analphabétisme n'a pratiquement aucune va- 
leur, à défaut d'un sens bien défini du mot ‘analphabéte’... Ce que nous 
pouvons faire, ce sont des comparaisons entre systémes pédagogiques à 
l'intérieur d'un méme pays: Suisse française et Suisse allemande. Il faudra 
insister également sur l'éducation comparée historique; elle permet, en 
particulier, de donner leur importance à ce qu’on peut appeler les *tra- 
ditions nationales’ et à leurs racines.” 3) 


1) Hans, N.: “The historical Approach to Comparative Education.” I international 
Review of Education. 1959, No 3, p. 43-44. 

2) Hans, N.: Educación Comparada, p. 17, éd. angl., p. 9. 

3) Bulletin d'Information „Les Amis de Sèvres.” Novembre 1955, p. 60. 
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V. Friedrich Schneider et sa notion d'éducation comparée 

Friedrich Schneider de nationalité allemande, pionnier le plus distingué 
de l'éducation comparée, a aussi adopté le point de vue historique dans 
ses études comparatives des problémes de l'éducation de divers pays. 
Les études figurent dans sa revue Internationale Zeitschrift für Erzie- 

_ hungswissenschajt, publiée en trois langues et dans son œuvre fondamen- 
. tale Triebkräfte der Pädagogik der Völker, parue en 1947. Sous un critère 
plus large peut-être que celui de ses émules anglo-saxons, il lie le dévelop- 

pement de l'éducation théorique et pratique à des facteurs multiples et 
variés, tels que le caractére national, le milieu géographique, la culture, 
les sciences, la philosophie, la vie économique et politique, la religion, 
l'histoire, les influences étrangéres et l'évolution immanente de la péda- 
gogie. Schneider insiste spécialement sur l'influence internationale et 
fonctionnelle de l'éducation, qui n'est qu'une des conséquences du déve- 
loppement technique progressif et de la conquéte de l'espace et du temps 
qui, jusqu'à un certain point, a fait de chaque nation la voisine mentale 
de toutes les autres. Le principe “tout est l'effet de tout”, valable dans 
l'économie internationale, est applicable aussi à toutes les aires intellec- 
tuelles de la culture, y compris le champ de l'éducation. En particulier, 
l'influence dela théorie et dela pratique de l’éducation étrangère ne doit pas 
être laissée au hasard, mais au contraire être soigneusement examinée et 
orientée en accord avec la situation éducative propre à chaque pays, de 
manière à pouvoir contribuer à la solution indépendante et féconde de ses 
problèmes éducatifs. Voici une tâche essentielle pour l'éducation compa- 
tée et pour ceux qui la pratiquent: rationaliser l'influence de l'éducation 
étrangère. 1) 

Le comparatiste allemand pense que l'éducation comparée a déjà atteint 
la dignité d'une science de l'éducation qui accumule la plus grande quan- 
tité possible de renseignements, théoriques et pratiques, sur la situation 
Pédagogique dans les différents pays et qui applique systématiquement 
dans ses recherches et descriptions la méthode comparative. “The prin- 
cipal characteristic, dit-il, of comparative education, which makes 
educational study comparative, is the systematically applied comparative 
method." 2) L’objet de son étude coincide à peu prés avec le champ de 
l'éducation et se rapporte spécialement à la théorie pédagogique, y com- 
Pris la philosophie qui lui sert de base, l'enseignement des systèmes sco- 
laires, les techniques didactiques, etc. La matière première, c'est-à-dire 
WE 


Cf. SCHNEIDER, F., “La notion d'Education Comparée”. Bulletin d'information 


£s Amis de Sèvres”. Paris, 1955, p. 57-60. Ed H 
2) Scunzrper, F, "The. "Conception of Comparative Education". Comparative 
Education, Hamburg: Unesco Institute for Education, 1955, p. 8-11. 
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les faits éducatifs peuvent étre pris dans un ou dans plusieurs pays. Dans 
le premier cas, l'analyse comparative se limite à une seule nation, par 
exemple quand on compare la préparation du professorat allemand aux 
XIXe et XXe sciècles. Dans le second cas, on peut comparer un aspect de 
l'enseignement dans plusieurs pays, ce qui arrive, par exemple, en déve- 
loppant le sujet: “Universités allemandes, françaises, anglaises et améri- 
caines". Pourtant Schneider constate avec plaisir que la tendance des 
comparatistes contemporains est de circonscrire le domaine de l'éducation 
comparée aux faits de la deuxiéme catégorie, c'est-à-dire d'accentuer le 
caractère international de la discipline naissante. Pour atteindre ce but, 
il faudrait surmonter les différences nationales qui existent à propos de 
l'extension du concept d'éducation comparée — trés large chez les Alle- 
mands, extrêmement limitée chez les Français et moyenne chez les Anglo- 
américains!) — déterminer ses éléments typiques ou communs et en 
fonction de ceux-ci fixer le contenu et la portée de ces études. D'aprés 
Schneider, cet accord serait plus généralisé si l'on ne parlait d'éducation 
comparée que quand la théorie et la pratique de l'enseignement de deux 
pays ou de plusieurs pays ou secteurs sont explorés et décrits à l'aide de 
la méthode comparative. ?) 

Mais, quelle est l'importance de la recherche et de l'enseignement de 
l'éducation comparée? Schneider, comme presque tous les comparatistes, 
justifie amplement la nécessité de ces études. Elles permettent non seule- 
ment la connaissance des systémes éducatifs étrangers, mais aussi, comme 
conséquence de la comparaison elle-méme, elles rendent possible une 
meilleure compréhension de la pensée et de la réalité éducative de la na- 
tion elle-méme, ce qui constitue souvent un encouragement effectif pour 
la réforme de l'enseignement. L'analyse comparative met en valeur, outre 
ce qui est typique pour chaque pays, les facteurs qui la conditionnent, 
parmi lesquels la mentalité populaire occupe une place importante. Les 
idées et les tendances supranationales permettent, d'ailleurs, l'identifi- 
cation de la plupart des problémes éducatifs dans les diverses régions du 
monde, ce que constitue une des táches principales de l'éducation com- 
parée. L'influence de l'éducation étrangére est aussi mieux contrólée 
et orientée, en accord avec la situation éducative de chaque pays, €? 
mettant en pratique le principe “essayer tout et garder le mieux." 

Enfin, l'éducation comparée contribue non seulement à éveiller l'inté- 
rét général pour les problémes éducatifs mais elle favorise par surcroît 
une meilleure compréhension des caractéristiques étrangères et Par à 


1) Cf. Hans, N., "Comparative Education: definition and Methods". I nternational 
Education Review. Salzburg, 1948/49, p. 443-448. 
2) SCHNEIDER, F.: Comparative Education. Hamburg, 1955, p. 9. 
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méme, la consolidation de la paix dans le monde. Les résultats de l'édu- 
cation comparée doivent étre mis à profit par les éducateurs et tous ceux 
qui ont quelque rapport avec la diplomatie et les relations culturelles sur 
le plan international. 1) 


VI. L’apport du professeur Pedro Rosselló 

L'orientation pragmatique et soumise aux faits est représentée princi- 
palement par le comparatiste espagnol, le professeur Pedro Rosselló qui 
réalise un appréciable travail productif dans le champ de l'éducation 
comparée, en coordonnant les efforts faits dans ce sens par l'Unesco et le 
Bureau International d'Education. 2) Sa conception d'éducation comparée 
1'a pas surgi, comme chez d'autres spécialistes, d'une préoctupation sim- 
plement spéculative, mais elle a eu son origine dans la constatation ‘‘empi- 
rique" des faits pédagogiques et des tendances du mouvement éducatif 
mondial, ce qui a permis d'élaborer une véritable “théorie” des courants 
éducatifs. Comme dans la pédagogie expérimentale qui se définit par 
l'emploi de la méthode expérimentale, il considère que la caractéristique 
fondamentale de l'éducation comparée est “l'application de la 
technique de la comparaison à l'étude d'aspects déterminés des pro- 
blémes éducatifs." 3) Dans le domaine des deux disciplines existent, 
d'ailleurs, des questions pédagogiques déterminées qui échappent à 
l'application de leurs techniques respectives. 

Dans les recherches sur l'éducation comparée, Rosselló distingue claire- 
ment deux aspects ou formes, selon qu'elles tendent vers la description 
où l'explication des faits et problèmes pédagogiques. “D'une part, dit-il, 
il y a l'éducation comparée descriptive (réunion de documents, observation 
de faits et comparaison des faits observés pour dégager les différences et 
les analogies) ; d'autre part, l'éducation comparée explicative (recherche des 
causes des phénoménes comparés et, si possible, prévision d'une évolution 
ultérieure). Une autre constatation s'impose: alors que sous sa forme 
descriptive l'éducation comparée progresse à un rythme satisfaisant, elle 
est beaucoup moins avancée sous sa forme explicative.” 4) Il remarque 
aussi que là où la phase descriptive de l'éducation comparée est humble, 
aride et ennuyeuse, la phase explicative a l'attrait et l'intérêt que lui 
donne la recherche des causes et la prévision des effets. Si la comparaison 
€t l'interprétation des faits constituent les éléments d'étude les plus im- 
es 


1) Scunemer, F., “La notion d'Education comparée.” Les Amis de Sèvres p» 60. 
4 d La Revue Internationale de Pédagogie a dédié le No 3 de l'année 1959 à Mon: 
Steur Rosselló en hommage à ses 30 ans de service au B.LE. et à ses activités de 
Pionnier dans le domaine de l'Education comparée. — 
3 Rosserr6, Pedro, La teoria de las corrientes educativas, 1960, p. 11. 
RosseLL6, Pedro, L'Education comparée au service de la planification, p. 2. 
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portants, parce que indispensables à la vraie science comparatiste, on" 
peut toutefois nier l'impossibilité pour cette discipline de fonction 
sans le concours des études analytiques des faits éducatifs qui lui set 
de base. Ces études ont fait l'objet de la principale activité des orga 
internátionaux, qui accordent une grande importance à l'accumy 
des matériaux d'information et laissent aux comparatistes la mission 
les interpréter et de les expliquer dans un cadre plus vaste. 1) 

On peut encore distinguer entre éducation comparée statique et d 
mique, selon que l'analyse comparative se projette, respectivement, su 
des situations éducatives ou sur le mouvement éducatif. “Je me sui 
aperçu, écrit M. Rosselló, qu'à côté d'une éducation comparée sta 
portant sur les systèmes, sur l'organisation et les structures, on f 
concevoir une éducation comparée analysant le mouvement éducatif 
changements, l'évolution, c'est-à-dire une éducation comparée dynamique. 
En rapport avec cette derniére forme de l'éducation comparée, se po: 
problème suivant: Est-il possible de découvrir les facteurs qui sembl 
régir le mouvement éducatif et de prédire l'avenir, en considérant 
tendances dominantes? Sa réponse est, dans une certaine mesure, a 
mative, car lui-méme agissant d'une maniére empirique, en se basant 
l'accumulation et la nature des faits enregistrés, est parvenu à capter, 
induction, les grandes lignes d'une série de “courants éducatifs". L'i 
dépendance de ces courants et leur corrélation avec d'autres tendam 
plus générales de caractére politique, social, économique, inte 
etc., permet de supposer l'existence de certains principes de cal 
dont la connaissance peut faciliter l'explication du mouvement éd 
et de son évolution. Ces principes de causalité sont, entre autres, 
fluence réciproque de l'école et de la vie, et l'interdépendence des 
éducatifs, qui lui ont permis d'étudier les tendances de l'éducation 
temporaine telles que l'ére des réformes, l'influence croissante de I 
sur l'éducation, l'école pour les masses, l'augmentation du coüt de 
struction, la crise de croissance de l'éducation secondaire, l'enseignem | 
par l'action, le développement de l'enseignement professionnel e 
nique, etc. 3) 

Rosselló est convaincu que le développement de l'enseignement et 
recherche dans le domaine de l'éducation comparée est trés loin d' 
atteint le rythme des autres sciences de l'éducation. Pourtant la nouv 
discipline est en voie de rendre d'importants services aux dirigean 
aux personnes responsables de l'éducation et à ceux qui s’occupent | 


1) Cf. „Colloque sur l'éducation comparée.” Op. cit., p. 61. 
2) RossELLÓ, Pedro: L'Education comparée. . ., p.3. 
3) RossELL6, P.: La teoría de las corrientes educativas. 1960, p. 23-68. 
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planification de l'enseignement et de la formation du professorat. Dans le 
cadre de la planification et de la réforme de l'enseignement, les études 
comparatives peuvent contribuer à fixer les buts, à définir les points de 
comparaison, à créer un esprit de saine émulation, à hiérarchiser les pro- 
blèmes, à mettre en évidence la valeur relative des solutions proposées 
et enfin à tirer profit des conjonctures favorables tout en ne se laissant 
pas impressionner par des concepts de nouveauté et de tradition. 1) 


VII. Le point de vue de Joseph A. Lauwerys 

La position anglaise actuelle dans le domaine de l'éducation comparée a 
trouvé en Joseph A. Lauwerys, professeur à l'Institut d'Education de 
l'Université de Londres, l'un de ses plus éminents représentants. lla 
montré un intérét tout particulier pour l'examen des relations qui existent 
entre la pensée philosophique et les diverses maniéres d'envisager les 
problémes de l'éducation. En d'autres termes, chaque systéme philo- 
sophique constitue pour lui un système de références en fonction duquel 
les faits éducatifs acquiérent une valeur et une signification particuliére, 
ce qui a une influence non seulement sur la manière de poser les problèmes 
théoriques mais aussi sur les solutions pratiques qu'on peut leur donner. 
Il considére, par exemple, que la notion de “caractére national" n'est 
qu'un concept philosophique, dont l'imprécision conduit à lui accorder 
plus d'importance et d'utilité qu'il n'en a en réalité. Ne serait-il pas 
possible, dit-il, de réduire la portée de cette notion en parlant désormais 
de “types d’argumentation philosophique" différant suivant les pays et 
d'en limiter l'application à certains aspects particuliers de l'éducation? 
De cette maniére, les liaisons qui existent entre l'éducation et la philoso- 
phie, qui ont servi de sujet de méditation à des penseurs tels que Dilthey 
et Dewey, acquiérent une nouvelle portée en étant rapportées par Lauwe- 
rys au domaine de l'éducation comparée 2). 

Lauwerys pense qu'une étude sérieuse de I'éducation comparée ne peut, 
nullement, se limiter à la simple description des faits, mais qu'elle doit 
embrasser l'analyse et l'interprétation des systémes afin de comprendre 
la raison de chaque chose. Une seule collection de faits ne suffit pas; les 
faits doivent étre ordonnés dans un systéme qui ait un sens. D'aprés lui, 
"l'éducation comparée est l'étude de faits concernant l'éducation, menée 
dans le dessein de comprendre comment les systémes d'éducation en 
arrivent à être organisés et dirigés comme ils le sont." 3) L'éducation 


to la planification, p. 16-21 
) RossezL6, P.: L’Education com; arée au services de la planijica ion, p. 10-21, 
5 d Lauwerys, J. A., “The Philosophical gr to Comparative Education”. 
niernational Revi Education. 1959, No 3, p. 25suiv. _ ; N 

3) TAS ERN kd d “Notes sur l'objet et les buts de l'éducation comparée", 
Les Amis de Sèvres. 1956, 2e. trimestre. p. 39. 
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comparée a donc un double but, théorique et pratique. D'une part, elle 
donne une certaine satisfaction philosophico-intellectuelle, conséquence 
naturelle de toute étude approfondie; et d'autre part, elle permet de 
mieux comprendre les forces en jeu et de les gouverner, de facon à ce que 
le résultat final se rapproche du but souhaité. Le champ d'action de 
l'éducation comparée est pratiquement illimité, parce que la plupart des 
problémes qui peuvent se poser sont susceptibles de faire l'objet d'une 
étude comparative. Voici quelques exemples: L'histoire des idées d'un 
pays exerce-t-elle une influence sur la structure et le contenu de l'enseigne- 
ment? Et si oui, de quelle maniére? Qu'est-ce qui détermine les matiéres 
à enseigner dans les écoles, les méthodes et les formes de la discipline? 
Dans quelles conditions un systéme d'éducation fonctionne-t-il comme 
machine à sélectionner certaines personnes en vue de l'exercice de mé- 
tiers déterminés? 

On pourrait croire que de cette maniére le champ d'action de l'éduca- 
tion comparée embrasse la totalité de la philosophie de l'éducation. Pour- 
tant, Lauwerys établit aussitót une différence essentielle entre les deux 
disciplines: alors que la philosophie de l'éducation est fondamentalement 
normative, l'éducation comparée s'intéresse à ce qui est, plutót qu'à ce 
qui devrait étre; elle est dans sa méthode plus aristotélienne que pla- 
tonienne. 

Si l'éducation comparée tend à la compréhension et à l'explication des 
éléments déterminants d'un systéme éducatif par l'étude de problémes 
particuliers, elle pourrait étre aussi définie comme une méthode de tra- 
vail. A cet égard, l'éducation comparée n'est nullement différente des 
autres sciences qui peuvent étre définies aussi bien par son but que par 
ses méthodes. Mais, se demande Lauwerys, l'éducation comparée peut-elle 
être appelée une “science”? Il est difficile de parler d'expériences en ma- 
tiére d'éducation; mais une science n'est pas nécessairement expérimen- 
tale. Ce qui importe, c'est que les hypothéses de départ soient vérifiables 
dans les faits. Ainsi l'éducation comparée, en tant que science, présente 
des analogies avec l'astronomie ou la géologie, qui sont toutes deux plutót 
des sciences d'observation que d'expérimentation. 

Lauwerys distingue dans l'éducation comparée, considérée comme 
méthode d'interprétation, un aspect statique et un aspect dynamique. 
Un systéme d'éducation est à certains égards statique. Comme les mat- 
sons et les montagnes, il change assez lentement parce qu'à certains mo- 
ments les forces en présence sont en équilibre. C'est sous cet angle que 
doivent être considérés les aspects de la structure sociale tels que la 
langue, la race ou la religion, qui toutes changent assez lentement. D'un 
autre cÓté, un systéme éducatif se développe sans cesse, ce qui nous 
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oblige A examiner quels sont les facteurs qui produisent ce changement 
permanent ou qui lui sont liés, comme par exemple l'évolution technique, 
la guerre, l'influence d'autres cultures, etc. 

Le comparatiste anglais remarque enfin qu'on ne peut considérer 
l'éducation comparée comme une science de base comme la physique ou 
la chimie, mais comme une science qui, plus proche de l'art de la médecine 
et de celui des ingénieurs, dépend de sciences plus abstraites et plus 
générales qu'elle met en application. L'éducation comparée s'appuie sur 
toutes les sciences humaines auxiliaires, telles que la psychologie, la so- 
ciologie, l'anthropologie, l'histoire, l'économie politique, etc.. 1) 


VIII. Synthése comparative 

Si dans toute comparaison il y a une interprétation implicite, quelle 
valeur objective peut avoir l'examen comparatif des conceptions qui 
viennent d’étre exposées sur l'éducation comparée? Il y a encore un autre 
probléme. Ainsi que toute réflexion sur les problémes de l'histoire, par 
exemple, exige de celui qui la fait la double condition de philosophe et 
d'historien, l'appréciation critique des questions théoriques relatives à 
l'éducation comparée ne suppose-t-elle pas à cóté de l'attitude intellec- 
tuelle du philosophe de l'éducation la riche expérience du comparatiste ? 
Peut-étre ces exigences ne sont-elles pas nécessaires pour ceux qui ne 
cherchent qu'à déterminer les traits essentiels d'une discipline, avec un 
but didactique et non pas avec le but d'apporter des idées nouvelles ou de 
nouveaux points de vue pour envisager et donner une solution à ses 
problémes. 

D'abord, on peut constater que tous les spécialistes estiment qu'une des 
caractéristiques essentielles de léducation comparée est l'emploi systé- 
matique de la méthode comparative. C'est-à-dire que cette discipline 
peut étre définie du point de vue de la “technique de la comparaison", 
employant l'expression du professeur Rosselló. Le caractére méthodolo- 
gique de l'éducation comparée est tellement important, que Kandel le 
considére comme la continuation de l'histoire de l'éducation à l'époque 
actuelle. Parmi les précurseurs, Jullien et Arnold soulignent en particulier 
la valeur de l'analyse comparative comme une qualité inhérente à la 
nouvelle matiére d'études. La pensée de Schneider ne peut étre plus con- 
cluante à ce propos. D'ailleurs, comme le rappelle Hans, la première con- 
férence de comparatistes, qui eut lieu à Londres en 1951, n'a-t-elle pas 
établi clairement que l'éducation comparée devrait employer la méthode 
Comparative et que la description des systémes éducatifs étrangers, bien 
KEE 


L 2 Cf. Lauwerys, J. A., “Notes sur l'objet et les buts de l'éducation comparée". 
es Amis de Sèvres, 1956, p. 40 Suiv. 
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qu'elle constitue une des principales sources de ces études, n'est pas édu- ` 
cation comparée? 1) 

Le désaccord commence quand on considère la nature ou le caractère de 
la comparaison. Développant la pensée de Jullien, le professeur Rosselló 
distingue deux étapes fondamentales, bien que complémentaires, dans | 
toute analyse comparative: une étape descriptive qui établit les analogies | 
et les différences entre les faits, et une autre étape explicative qui étudie 
leurs causes et leurs conditions déterminantes. Hans pense, au contraire, 
que “sans interprétation il n'y a pas de comparaison possible" et que 
l'éducation comparée doit se limiter à des études qualitatives, fondées sur 
la recherche historique, plutót qu'à des analyses quantitatives, fondées 
sur les statistiques ou sur les tests psychologiques. ?) Vu sous un angle 
quelque peu différent, Kandel affirme que les études descriptives consti- 
tuent le matériau pour cette science sans qu'elles constituent en elles- 
mémes des études comparatives. L'essentiel est l'examen des causes des 
problémes pédagogiques et des différences entre les systémes éducatifs. 
Avec un esprit conciliant, Lauwerys dit que l'éducation comparée ne peut 
pas se limiter à la simple description des faits, mais qu'elle doit s'occuper 
aussi de l'analyse et de l'interprétation des systémes de facon à compren- 
dre pourquoi les choses sont ce qu'elles sont. 

Considéré comme méthode d'interprétation, l'éducation comparée pré- 
sente, d'aprés Hans et Lauwerys, un aspect statique et un aspect dyna- 
mique, puisqu'elle peut étudier, respectivement, les structures éducatives 
ou les forces qui produisent les changements. Rosselló met encore plus 
l'accent sur cette différence, en la rapportant au “sens” de la comparai- 
son, ce qui permet de diviser cette discipline en éducation comparée sta- 
tique qui étudie des situations, et dynamique qui examine le mouvement 
éducatif. Par rapport à celle-ci il a élaboré sa théorie des “courants édu- 
catifs" qui permet d'expliquer les tendances dominantes dans l'éducation 
contemporaine. Dans cette méme perspective dynamique, Schneider et 
les comparatistes anglo-saxons, comme Hans et Kandel, ont utilisé une 
analyse de facteurs pour préciser l'influence des forces sociales, écono- 
miques, politiques et culturelles et, plus spécialement, du caractére na- 
tional sur le cours du développement de l'éducation en divers pays. Les 
comparatistes, presque sans exception, suivent la norme proposée pat 
Sadler qui consiste à donner plus d'importance aux facteurs externes & 
l'école qu'aux facteurs internes, car les premiers régissent et interprétent 
les seconds. | 


1) Hans, N., "English Pioneers of Comparative Education”. British Journal 
of Educational Studies. 1952, p. 56. - 

2) Hans, N., "Comparative Education: definition and methods." Revue Inter 
nationale de Pédagogie. 1948/49, p. 443-448. 
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Quant à l'objet ou champ d'étude de l'éducation comparée, de nom- 
breux spécialistes pensent qu'il est pratiquement illimité, car la plupart 
des problémes qui peuvent se poser sont susceptibles d'un examen com- 
paratif. Rossellé signale spécifiquement comme sujets de l'éducation 
comparée les systèmes éducatifs, les structures de l’enseignement, les 
théories pédagogiques, les plans et programmes d'étude et les méthodes. 
Le domaine de l'éducation comparée coincide à peu prés avec celui de 
l'éducation et, en quelques aspects, elle le déborde, parce que l'éducation 
comparée ne peut se limiter à létude de la réalité scolaire propre- 
ment dite, elle doit aussi considérer les diverses forces et les différents 
facteurs qui sont à la base des systémes nationaux d'éducation, ce qui 
lui donne, d'aprés Kandel, un caractére interdisciplinaire. En d'autres 
termes, comme le dit Michael Sadler, les analyses comparatives doivent 
comprendre la totalité d'une “situation nationale." 

Schneider a, d'ailleurs, une conception trés large de l'éducation com- 
parée; il y inclue, de fait, la philosophie de l'éducation; mais Lauwerys 
et Hans y opposent des objections. Il n'existe pas non plus un accord una- 
nime sur l'origine du matériau qui sert de base à la comparaison: Faut-il 
l'obtenir d'un ou de plusieurs pays? Alors que quelques chercheurs, com- 
me Schneider, pensent que l'éducation comparée doit se circonscrire au 
plan international, Rosselló soutient qu'elle peut se réaliser en plus sur 
les plans local et national. Le méme probléme se pose par rapport au 
temps: L'éducation comparée doit-elle comprendre uniquement l'étude 
des systémes contemporains, comme le veulent Jullien et Kandel, ou 
comprendre toutes les époques historiques, ce qui semble étre l'opinion 
dominante parmi les spécialistes de cette discipline? 

Enfin, l'éducation comparée peut se caractériser d'aprés son but. La 
plupart des comparatistes sont d'accord pour lui assigner un but théo- 
rique et pratique à la fois, puisque cette discipline donne non seulement 
connaissance de la réalité éducative, mais elle contribue aussi à orienter, 
dans une certaine mesure, la politique éducative de l'Etat. Les deux buts 
apparaissent clairement à Jullien, quand il dit que les recherches en édu- 
cation comparée permettent de perfectionner la science de l'éducation et 
d'incorporer aux systémes éducatifs de chaque nation les progrès de 
l'éducation étrangère. Les précurseurs anglais, Arnold et Sadler, insistent 
spécialement sur le but utilitaire pour la réforme du système traditionnel 
d'enseignement. La valeur théorique des recherches comparées est souli- 
gnée par Kandel et Hans, qui estiment que leur tâche essentielle consiste 
à chercher les forces et les causes qui déterminent les différences dans les 
Systémes éducatifs pour établir les principes qui D issent les systèmes 
nationaux d'éducation. Schneider et Rosselló attirent spécialement 
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l'attention sur l'importance pratique de ces études, qui permettent, d'une 
part, de rationaliser l'influence de l'éducation étrangére, d'autre part, 
la planification de l'éducation nationale. 

Il y a encore une question à analyser: L'éducation comparée peut-elle 
étre considerée comme une science? C'est un probléme que se posent d'une 
maniére explicite ou implicite la plupart des spécialistes en la matière. 
Jullien pense que l'éducation comparée doit s'organiser comme une scien- 
ce positive, dont la mission ne peut étre que comparer des faits et déter- 
miner leurs principes et leurs causes. D'aprés Schneider, la nouvelle dis- 
cipline doit trouver sa place naturelle parmi les sciences de l'éducation. 
Rosselló pense de méme et en la définissant du point de vue de la mé- 
thode, il la rapproche de la pédagogie expérimentale. Comme discipline 
académique, Hans situe l'éducation comparée entre les humanités et les 
Sciences, ce qui lui permet d'utiliser le principe de causalité et, en méme 
temps, de tenir compte des actions libres de lhomme et des causes 
finales. 

Contrairement au point de vue naturaliste et positiviste, Lauwerys 
pense qu'en aucun cas l'éducation comparée ne peut étre considérée comme 
une science de base, mais comme une science qui est plus proche des arts 
qui sont fondés sur des sciences abstraites et générales. Bref, le probléme 
ici posé semble se manifester dans une triple question: l'éducation com- 
parée est-elle une science naturelle ou positive dans laquelle priment les 
relations de cause à effet, ou, au contraire, est-elle une science culturelle 
ou de l'esprit, dans laquelle dominent les relations d'interdépendance? 
Ou enfin, troisiéme possibilité, l'éducation comparée appartient-elle 
également au domaine des sciences de la nature et de la culture. Dans 
ce cas, elle se rapprocherait plus de la philosophie qui constitue la base 
des deux? 
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DER BEGRIFF DER VERGLEICHENDEN ERZIEHUNGSWISSENSCHAFT 
von LEONARDO FUENTEALBA HERNANDEZ, Santiago, Chile 


Da jeder Forscher seine eigene Auffassung vom Menschen, vom Leben und vom 
Universum hat, ist es nicht leicht, eine klare Definition des Begriffs der verglei- 
chenden Erziehungswissenschaft zu geben. Trotzdem soll der Versuch unternom- 
men werden, die Grundlinien dieser Disziplin zu umreißen. Zu diesem Zweck 
werden die Arbeiten einer Anzahl von Vorläufern und von Spezialisten auf dem Ge- 
biet der vergleichenden Erziehungswissenschaft analysiert und ihre hervorstechend- 
Sten Übereinstimmungen und Unterschiede aufgezeigt. 

Sie alle vertreten die Ansicht, daB als Grundlage für diese Studien die systema- 
tische Anwendung der vergleichenden Methode dienen muß, auch wenn ihre Mei- 
nungen über Natur und Wert der gezogenen Vergleiche auseinandergehen. Sie stim- 
men in der Auffassung überein, daß eine vergleichende Analyse sich nicht auf eine 
einfache Beschreibung von Tatsachen beschränken darf, sondern daß sie auch die 
Erklärung von Systemen und Erziehungsproblemen berücksichtigen muß, und zwar 
in zweifacher Hinsicht, der statischen und der dynamischen. y g 

Die vergleichende Erziehungswissenschaft umfaBt ein weites Studiengebiet, da 
allgemein anerkannt wird, daB die meisten Erziehungsfragen vergleichend unter- 
Sucht werden können. Trotzdem erheben sich einige Fragen: sind bei diesen Analy- 
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sen nur internationale Systeme zu berücksichtigen, oder sollten nationale 
lokale Fragen mit einbezogen werden? Sollen sie sich auf gegenwärtig bes 
Systeme beschránken oder alle geschichtlichen Perioden umfassen ? 

Die meisten Forscher verfolgen bei ihren Studien zugleich ein praktis 
ein theoretisches Ziel: sie untersuchen die Gründe und Triebkráfte, auf di 
festgestellten Unterschiede in den nationalen Erziehungssystemen be 
tragen dazu bei, die Einflüsse fremder Unterrichtsmethoden auf ein vernün 
Maß zurückzuführen, und sie unterstützen die Welterziehungsplanung. d 

Der Autor bietet drei Definitionsmóglichkeiten für die vergleichende Erzie 
wissenschaft an, die davon abhängen, ob man in ihr eine Natur- oder eine 
wissenschaft sieht, oder eine zwischen diesen beiden liegende Disziplin. Die 
Móglichkeit rückt sie näher an die Philosophie heran; auf der jegliche V 
Schaft beruht. 


THE CONCEPT OF COMPARATIVE EDUCATION 
by LEONARDO FUENTEALBA HERNANDEZ, Santiago, Chile 


It is not easy to establish a clear definition of comparative education, b 
every investigator is influenced by a particular vision of man, life and the uni 
but the broad outline of this discipline may be attempted. With this D 
view the author analyses the work of some of the forerunners and speci 
comparative education, pointing out their outstanding resemblances and c 
ences, 

All of them agree in considering that the basis of these studies lies in 
tematic use of the comparative method, even though they disagree as to the n 
and value of the comparisons made, In general, they believe that comp 
analysis must not limit itself to the simple description of facts, and that 1 
include the interpretation of Systems and educational problems, from a d 
point of view, static and dynamic. p. 

The field of studies of comparative education is vast, as it is believed thai 
educational matters may be subjected to comparison. But certain questions 
Are these analyses to be limited to international comparisons, or should they 
include national and local matters? Should they be confined to contempo 


according to whether it is consid. 


cipline lying somewhere between the two. This last possibility brings it n 
philosophy, the basis of all Sciences, 


HISTORY, SCIENCE AND COMPARATIVE EDUCATION: 
A STUDY IN METHODOLOGY 


by Andreas M. Kazawtas, Chicago 


I. Introduction 

“And so far as methodology is concerned,” I. L. Kandel recently wrote, 
“comparative education may be considered a continuation of the study 
of the history of education into the present.” 1) Thus Kandel, as well as 
other well-known comparative educators, e.g., Nicholas Hans?) and 
Robert Ulich,3) has envisaged the tasks of the comparative educator and 
the educational historian as essentially similar, and has sought to apply 
the latter’s methodological techniques and concepts in his studies of 
education in various countries. 

Another group of writers, however, have turned more to the social 
sciences (sociology, anthropology, and to some degree political science and 
economics), than to history for the development of appropriate methodo- 
logical tools and concepts. To these writers history may be of help, but, in 
so far as it deals, so they argue, with essentially unique phenomena with 
an ineradicable temporal and spatial locus, its value to the comparative 
educator is at best limited, For the comparative educator must make 
generalizations and abstract elements which can be taken out of the unique 
cultural context and be applied in a non-temporal or non-spatial frame- 
work. Since comparisons cannot be made of unique events or phenomena, 
the comparative educator’s task differs from that of the historian and 
becomes identical to that of the social “scientist” who searches for repeti- 
tive patterns and regularities in social relationships.*) 

In these two general positions one discerns a divergence of opinion 
regarding the appropriate methodology of comparative education. But, 
although both groups of writers make reference to, and occasionally 
comment on, the relative value of history and social science in comparative 
education, they do not clearly demonstrate what the lines of demarcation 
are, and whether in fact such lines are justifiable or logically warranted. 
=_ 


R 1 KANDEL, I. L., “The methodology of Comparative Education", International 
eview of Education, V, No. 3 (1959), p. 273. d d 
*) PENS, N., Comparative pour :A Se of educational factors and traditions. 
ondon: Routledge and Kegan Paul Ltd. 1949. BIN a k 
E ORAE R., The ‘Education of Nations: A GE historical perspective. 
mbridge, Massachusetts: Harvard University Press | 
4) See Foster, Philip, "Comparative Methodology and the Study of See 
ducation," Comparative Education Review, IV, No. 2 (October, one . 111; 
ANDERSON, C. A., “Methodology of Comparative Education," International Review 
of Education, VII, No. 1 (1961), p. 6. 
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On the one hand, the use of such terms as “forces,” “factors,” "determine," | 
"mould," “unique,” etc., by those inclining towards the historical method 
often clouds the argument and creates ab initio an insurmountable barrier - 
for purposes of comparison; on the other hand, those who subscribe to the 
“social scientific" approach fail themselves to clarify such terms as 
"unique," “abstraction,” “generalization,” etc., and seem to ascribe to 


» ee 


history characteristics that allegedly distinguish their approach from that | 


of the historian. 

In view of the renewed interest in comparative education, and the 
inevitable need for a clearer understanding of questions of methodology, 
it is necessary to re-examine the assumptions upon which writers in the 
field base their arguments, and to elucidate basic concepts in their 
writings. 


IL. History and Comparative Education 

Although interest in foreign (ie. other than one's own) systems of 
education is an ancient phenomenon, it is usually agreed that the study 
of comparative education dates back to the nineteenth century. Those 
who wrote and talked about comparative education in the last century 
approached the subject in one of the following four ways: 

l. As the accumulation of data and statistics on foreign systems of 
education. In the main, this approach was limited to formal education 
and especially to administration, organization, curriculum, attendance, 
etc., and the sources were government reports, laws, regulations, etc. 

2. As descriptive narrative accounts of the development of foreign 
Systems, again based on official documents. 

3. As the collection of statistical data or materials and observations in 
order to deduce general laws which would contribute to making education 
a science. This was essentially Jullien’s and Buisson’s view in France, 
and Eaton’s in the United States Bureau. 

4. As the interpretation of educational data in the light of “national 
life and character’ in order again to arrive at some general principles which 
could be applied everywhere. This was Michael Sadler’s view in England 
with this oft-quoted aphorism that one must appreciate “the intangible, 
impalpable, spiritual forces” in a society, and W. T. Harris’ in America. 
One might indeed say that here for the first time one observes the addition 
of a historical (i.e. not purely narratory) and a sociological dimension. 

In some form or another, all these approaches have characterized à 
large number of contemporary literature in comparative education. But 
the most favored, and, in the opinion of many, justified one, is the fourth, 
which in the hands of eminent scholars like Kandel, Hans and Ulich, has 
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been further refined and has constituted the methodological orientation of 


p many students of comparative education. More recently, other scholars 


have advocated any one of the following approaches: sociological, philo- 
sophical, and problem. 

Clearly, therefore, judging by what one reads and hears, there is no 
one uniform method of comparative education, and it might be presumptu- 
ous to dismiss that large body of literature which bears the name “com- 
parative.” Except that some sort of understanding must be reached if the 
field is to become a legitimate field of academic study. 

It is now more or less agreed that the collection of statistical data, 
materials and observations, although a necessary condition, does not in 
and of itself constitute "comparative education”. But, even at this level 
of investigation, the facts must be reliable and significant, and their 
selection and reporting must somehow rest upon a conceptual scheme, 
however crude it may be. There is a conspicuous absence of considerations 
of this nature in most of the available writings on comparative education. 
Facts and materials are often gleaned from official reports, laws, regu- 
lations, circulars, decrees, etc., and presented as if they refer to actuality. 
Hardly any attempts are made to find out whether there is a corre- 
spondence between what the official reports or the theorists of education 
say, and what actually happens in the classroom or what the people and 
pupils think or feel. 

The straight narrative type of writing about foreign systems of edu- 
cation is unilluminating from any standard of evaluation. 

The approach initiated by Sadler and refined by Kandel, charted a new 
course in comparative education. Few people would disagree with the 
view that education is not an autonomous enterprise, and that educational 
forms and practices are related to their social and cultural environment. 
And this would apply no more and no less to the historically-oriented as 
well as the sociologically-oriented comparative educator. What, however, 
has vitiated the method of many nineteenth century writers, of Kandel, 
and of many of his followers, is not their historical bias, but rather what I 
have elsewhere called their “melioristic” purpose,!) i.e. (a) the belief in 
certain values concerning how men should live and how they should 
educate their children; (b) the view that the study of comparative 
education should be governed by a reforming zeal; and (c) that education, 
in the Kandelian sense of formal schooling, can indeed improve society and 
guide man’s destiny. 
"Ee n 

1) See Kazamras, A. M., “Some Old and New Approactss HE x 


Comparative Education", Comparative Education 
61), pp. 90-97. 
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While it may be true to say that the scholarly and the melioristic aims j 


would remain undistinguished and unseparated in the mind of the social 
investigator, their blending would render any “objective” analysis quite 
impossible. If ab initio we assume what education ought to be, then it 
would be quite difficult to examine with any degree of objectivity what 
education is. The two can logically be distinguished and the methods by 
which we arrive at the “ought” and the “is” are different. The researcher 
and the reformer may indeed be one and the same person, but, unless the 
reformer's preconceptions are somehow held as constant as possible, the 
researcher's findings will suffer. Furthermore, the researcher and the re- 
former need not necessarily be one and the same person. This does not 
mean that the study of education should be pursued for its own sake, even 
if this were possible, or that the findings of the researcher should not be 
used for purposes of improvement, or indeed that inquiries on what ought 
to be done, are without value. It merely means that the reformer's aims, 
zeal, preconceptions and philosophical inquiries must, for purposes of 
analysis, be delineated from his sociological or historical inquiries. One 
might further add here that each single instance of the reformer's job 
involves not only knowledge of underlying principles, but intuitive 
judgment in applying appropriate principles. 

Finally the meliorist’s belief in the role of education to improve society 
and guide man’s destiny, does not seem to be self-evident, or clearly borne 
out by the findings of social analysts. 

Criticism of "meliorism" in Kandel's approach does not imply criticism 
of the historical method as such, for the melioristic purpose is as alien to 
the historian as I have here argued to the comparative educator. 

Now Kandel, Hans and Ulich have explicitly stated that they have 
employed history and the historical method in their comparisons of 
educational systems. And by that they meant not only writing about past 
events, but also identifying and analyzing antecedent factors and forces 
which have influenced educational forms, policies and practices, and which 
have “determined” the development and present status of educational 
systems.1) 

There are some variations in the historical approach of these three 
writers. Kandel first identified certain common problems and then 
analyzed "the causes which produced them", in an attempt really to 
show that systems of education are different and perhaps basically 
unique. Ulich started with the common cultural background of four 
European societies (France, England, Germany and Russia) and the 


1) See, for example, Kanner, I. L., C. de EdecaMon. Boston HD 
Mifflin Company 1933, p.xix omparative Education. 
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United States, continued with parallel historical analyses of national 
systems, and ended up with an examination of current problems of edu- 
cation in the new nations.!) Hans isolated certain historical and primarily 
ideological factors common to many nations, which are the determinants 
of national character and pari passu of national systems of education. The 
main purpose of comparative education, according to Hans, is “the 
analytical study of these factors from a historical perspective and the 
comparison of attempted solution of resultant problems." ) 

In spite of variations, Kandel and Hans sought to establish the ante- 
cedent causes which account for the variations of systems of education. Or 
to put it in another way, they have attempted to show that each system 
ishistorically determined, different from any other, and quite unique. But 
if systems are totally unique and different how can they be compared? 
Ironically, therefore, these pioneers tried gallantly to show that compara- 
tive education is impossible! 

Ulich first examined the cultural movements (Medievalism, Renaissance 
and Reformation, Rationalism, Science and Technology) which have 
successively characterized the history of the Western world. Then he 
treated separately the growth and development of each country’s 
educational system. Finally, he formulated certain generalizations about 
current problems in the new nations, through which, he averred, the older 
nations have gone. 

Now, unlike Kandel and Hans, Ulich says that his approach is historical 
and comparative, implying a distinction between the two. His analysis of 
the stages of the development of western culture and systems of education 
is both scholarly and insightful. But the comparative aspect is rather 
truncated. The reader must make the comparisons himself based on the 
assembled historical facts and interpretations. For example, in discussing 
the relationship between the state and the individual towards the end of 
his book, he makes the generalization that revolutions tend to create 
centralized systems of education. This was established through observation 
of certain nations which have recently had revolutions. 

We might reconstruct Ulich’s implied reasoning as follows: 

1. Every revolution is apt to create its counter-revolution. 

2. Counter-revolutions threaten the stability of the governments 
created by revolutions. 

3. Therefore, governments created by revolutions tend to assume 
more power in order to maintain their stability and crush the opposition. 


— 


1 


3) Uricn, op. cit., pp. 286fi. 


Hans, of. cit., pp. 10-11. 
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4. Centralized education is an important instrument in the preser- 
vation of that power assumed by those governments. 

5. Therefore, nations which undergo a revolution incline towards 
centralized systems of education.!) | 

This is the kind of generalization which legitimately falls under the 
category of historical generalization.2) Now the comparative educator, 
who is also trained as a historian, may indeed use this model or conceptual 
framework to examine other revolutions and their relationship to the 
educational systems that emerged. And this might be done with contempo- 
rary revolutions as indeed with past revolutions. Comparisons of this and 
similar kinds which could combine both historical and sociological 
concepts and techniques, might be used to do one of three things: 

a. in order to stimulate further inquiry and suggest new hypotheses; 

b. in order to show similarities and/or variations; 

c. in order “to disprove alleged connections”, as the cautious historians 
Langlois and Seignobos would negatively put it, or indeed to prove that 
something may be unique. 

What has vitiated, therefore, the methodological approach of some of 
the most eminent comparative educators is not their historical orientation. 
It is first, their meliorism; second, their peculiar historical propensities, 
especially their assumption that history deals essentially with “unique” 
and different phenomena which cannot be generalized ; third, their Olympi- 
an scope in their examination of "national" systems, “national” character, 
the "intangible, impalpable, spiritual forces" that shaped or moulded 
people and systems; fourth, their lack of conceptual schemes and hy- 
potheses; and finally, their almost total neglect of the findings and 
insights of the social sciences. 

Taking the last point as an instance, one could cite the following 
inadequacies in Kandel's writings. In his attempts to show functional 
interrelationships, Kandel assigned a pre-eminent causal role in theoper- 
ations of society to the State, by which he meant the government. He felt 
that the State is the really important agent of change or stability. He 
seems to accept as a basic principle that “every State (government) has 
the type of education that it wills." 3) But such a statism, as the extensive 


d See Uricn, op. cit., p. 292. 
H The questions of "uniqueness" and “generalization” in history in contra- 
distinction to science, have been debated rather extensively by numerous writers. 
For a good discussion of these topics, see Carr, E. H., What is History? London: 
Macmillan and Co. 1961, pp. 57-58; Jovwr, C. B., and Rescuer, N., “The Problem 
of Uniqueness in History,” History and Theory: Studies in the Philosophy of History, 
Vol. I, No. 2 (1961), pp. 153-154. For a good example of the use of generalizatio 

in historical comparisons, see BRINTON, Crane, The Anatomy of Revolution. 
New York: Vintage Books, 1957. 

3) KANDEL, of. cit., p. 82. 
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research in the social sciences and psychology has revealed, is not so self- 
evident. The education of children is a far more complex phenomenon. 
Similar functional inadequacies in Kandel and in others are to be found 
in their attempts to explain education in terms of the evasive and highly 
complex concept “national character." !) 

Finally, comparative research in other disciplines has shown that very 
often similar functions are performed by different institutions. And 
conversely institutions which prima facie appear similar may perform 
different functions. For example, recent studies in comparative govern- 
ment have shown that the political function called "interest articulation" 
is performed by different groups in various societies. And, more signifi- 
cantly, this function is performed in primitive societies through chiefs, etc., 
without the appearance of anything like an organized pressure group. In 
spite of such findings many comparative educators persist in criticizing, 
for example, the French lycée for not doing the same things as the American 
high school, and they ignore the fact that some of the functions of the 
latter may in France be performed by other agencies and not the school. 


II. Social Science and Comparative Education 

Those who have rejected the approach of these writers, have either 
looked to other disciplines than to history for the proper guidance, or have 
attempted to make comparative education a science. Brian Holmes, for 
example, has argued that comparative education should be made into a 
predictive social science looking into the future than merely into the past 
or present, since reformers are interested not only in how systems came to 
be what they are and how they function now, but also how they can be 
improved. To Holmes comparative education should be tied up with policy 
making which aims at future change.?) 

Holmes’ approach, which he calls the “problem approach,” although 
furnishing a valuable conceptual scheme, rests upon certain questionable 
assumptions. First, the author's restriction of the meaning of the term 


education to formal education through schools is unwarranted. He seems 
to ignore the educational functions of various other institutions e.g. family, 
Peer groups, mass media, etc. Second, a "science," were we to accept that 
education could be made into one, does not necessarily always look to the 


BÓ ethodo: 
') For a more detailed criticism of the use of “national character” as a mi F 
logical tool of interpretation, see KAZAMIAS, op. cit., P MAE ns <A SC 
critique of the historian’s use of the concept, see POTTER, © setae Ur L ersity 
o CEA Abundance and the American acter, Phoenix Books, The University 
icago Press 1954, pp. 3-75. S SC 
M 2) Homes, Pul Fhe Problem Approach in EE Seet Se 
Methodological Considerations,” Comparative Education Review, Vol. 2, No. 1 (June, 


58), pp. 3-8. 
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future (witness, for example, such “sciences” as archaeology, geology and | 
linguistics). Thirdly, it is debatable whether education itself is, or can ever 
be made into a science. Indeed, a much stronger case could be made that | 
it is an art. Fourthly, he assumes that by comparative education we should 
mean contemporary education. But couldn’t a comparative educator 
examine educational patterns or practices in previous societies and at 
different historical periods? And finally, there is the difficulty that a 
problem "'placed" in a universal context and examined as the problem of 
several societies, may not be the problem at all, but an abstraction. 

Let us now turn to the attempts made to link comparative education to 
some new discipline. It is true that social sciences such as sociology and 
anthropology have used the comparative method very effectively. But the 
comparative approach is not the sole prerogative of any specific discipline, M 
It is a “tool” which is a substitute for the method of experimentation, and | 
it has been used by many disciplines including history. It is employed in 
various contexts and for different purposes. 

One of the best descriptions of the comparative method as used in the 
social sciences is given by S. F. Nadel, who defined it as the method of 
"co-variations." According to Nadel, variations of social phenomena are 
first observed, and then general uniformities or regularities are arrived at. 
The regularity takes the form: “If A, then B, for in situations SL, S?, Si, 
+... there are A and B; and in situations S4, S5, S6, . . there are A-changed 
and B-changed.” 1) Such correlations are not “causal” connections, but 
correlations of the type: “X varies as Y does,” or “when A occurs B also 
occurs." The method of co-variations, according to Nadel, presupposes 
three things: 


a. “Some preliminary hypothesis or suspicion as to the kind of correlation likely 
to prove relevant.” 

b. “A general postulate that social situations are not made up of random items, 
but of facts which hang together by some meaningful nexus or intrinsic fitness 

€. Itis “bound up with judgments on the identity and difference of social facts. ) 

And the method may be applied in any one of the following situations: 

(1) We could consider a single society at a given time and analyze the broad 
variations in particular modes of action or relationships occurring in that society. 

(2) We could consider several societies of generally similar nature which differ 
in certain modes of action or relationships; more precisely we could here compar? 
either different and perhaps contemporaneous societies, or the same society at 
different periods, if these exhibit some limited cultural change. S t 

(3) We could compare several, perhaps numerous, societies of widely differen 


1) See NapzL, S. F., The Foundations of Social Anthropology. London: Cohen 
and West Ltd. 1951, pp. 222- 
2) Ibid., p. 224. 
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nature yet sharing some identical feature; or different periods showing radical 
change, in the life of the same society.!) 


This extremely valuable scheme has, as Nadel himself admits, its 
limitations and, one might add, its dangers if not used carefully. As is the 
case with most social “general laws," the “If A then B" type of law . 
cannot but be a limited one, for obviously the Sp situations are limited. 

In so far as sociology is a science, sociol ical laws must necessarily 
correspond to scientific laws with universal applicability and with 
explanatory and predictive powers.) Some sociologists have indeed 
attempted to establish highly abstract mathematical formulae about 
human society and to subsume more and more individual facts that at 
first sight appear isolated observations. The purpose has been to establish 
universal propositions or general laws of human behavior. However, as 
Barrington Moore has noted, it is safe to assert that “the generalizations 
of social science nowhere approach the range and cogency of those in 
physics or chemistry.” 3) It may, of course, be that at some future time 
the social sciences will reach the stage of development of the natural 
sciences, but this is an open question. Sociological laws are for the most 
part of the form “when A occurs there is a tendency for B to occur also," 
a form it should be noted which differs in degree of generality rather than 
in kind from the sort of generalization a historian could make. Moreover, 
sociological generalizations are themselves limited to man's institutional 
and technological experience. 

The “If A then B" type of sociological law might also tend to lead to 
the forcing of a regularity on the material observed, or, even if the regu- 
larities existed, “they may also be, in terms of important human values, 
the less significant aspects of the subject matter we study.” 4) Finally, 
comparisons of the second and third type identified by Nadel, i.e., 
comparisons of phenomena at different historical periods, without 
considerations of and the reasons for change, could be misleading. 

Sociologically-oriented comparative educators have found in the term 
“function” a useful methodological concept to apply in their comparative 
investigations. Educational institutions, according to the “functionalist” 
view, do not only have structure but they also perform certain functions. 


1) Ibid., p. 226. 


d i i i teristics of scientific laws, see 
) For a more detailed discussion of the charac d Santi Mind 


Conen, M. R., and Nacer, E., An Introduction to Logic and e 
New York: Harcourt, Brace and Co. 1934, p. 397, and HEMPEL, Carl. C., EUR 
Function of General Laws in History", The Journal of Philosophy, XXXIX, No. 
(January, 1942), p. 35. : EE 
3) Moore, Barrington, Political Power and Social Theory: Six Studies. Cambridge, 
Massachusetts: Harvard University Press 1958, p. 128. 
4) Ibid., p. 145. 
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Indeed, although the structure may be different, the functions may be the 
same. Consequently, if comparisons are made of purely structural aspects 
of education, one might find that one is engaged in superficial com- 
parisons and possibly in comparisons of incomparables. When attention 
is turned to functions, however, the prima facie structural similarities or 
differences might be deceptive. Functional analysis would not only be ^ 
a more reliable method of finding out how institutions work and how they 
are interrelated with other aspects of the society, viz., social stratification, 
occupational structure, the status system, the economy, etc., or with 
other aspects of the educational system, but it would also help to dis- 
tinguish between what Robert Merton has called “manifest” and “latent 
functions” i.e., between perceived and non-perceived “objective conse- 
quences.” 1) 

Functional analysis as a sociological method has been the subject of 
controversy among sociologists, and the terms “function” “functional,” 
and “dysfunctional” have connoted different meanings among those who 
have used them. This prompted one sociologist at least to suggest the 
abandonment of the term altogether as not really signifying a distinct 
approach from what sociologists in general usually do.?) On the other 
hand, the advocates of the concept "function" have maintained that it is 
a useful methodological device to examine how institutions in a society 
work.) Our purpose here, however, is not to discuss the validity of such 
claims and counter-claims in sociology, but to assess the value of the use 
of functional analysis in comparative education. 

Clearly finding out what the schools as social institutions do in various 
societies i.e., finding out what their functions are, is or should be an 
essential task of any person engaged in the comparative analysis of 
education. Despite the variations in “functional approaches” among 
sociologists, those who have advocated the application of ‘‘functionalism” 
to comparative education have stressed the value of isolating manageable 
variables in the institutional structure of education, finding out what 


1) Merton, Robert K., Social Theor and Social Structure. Glencoe, Illinois: The 
us DS vule p. 51. j^ > e 
) Davis, Kingsley, “The Myth of Functional Anal sis as a Special Method 1 
Sociology and vg bares d in Sociology: The Done of a BAER edited by. 
S. M. Lipset and N. J. Smelser. Englewood Cliffs: Prentice-Hall, Inc 1961, m 
46-63; see Moore's criticisms of structural-functional theory as essentially 
static. See Moore, op. cit., Pp. 136-138. 
?) For an excellent discussion of the value of “functional analysis” see MERTON, 
op. cit., pp. 19ff. For an assessment of the notion of “function” see Dore, R. P» 
Function and Cause,” American Sociological Review, 26, No. 6 (December, 1961), 
pp. 843-853 and Hemper, Carl G., “The Logic of Functional Analysis,” in Si 
Posium on Sociological Theory, edited by L. Gross. Evanston: Row, Peterson ani 
Company 1959, pp. 271-307. 
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functions they perform, and establishing “functional correlations" between 
these variables and others within and without the educational institutional 
complex. One could investigate, for example, the functional relationships 
between income distribution and school attendance, between urbanization 
and the literacy rate, between the social structure and the degree of 
equality of educational opportunity etc. In such enterprises generalizations 
may take the forms: “X is correlated with Y,” or Whenever X then Y," 
or“as X varies Y does,” or “the function of X is to maintain Y." Such 
generalizations are arrived at through empirical observations of a number 
of particular correlations in specific societies. The object of this type of 
analysis would presumably be similar to the object of all “scientific 
analysis" viz., to establish general laws about the relationships between 
variables, which could be tested in other situations in order to be confirmed 
or refuted. 

This rather sketchy description of the “functional method” has several 
merits if applied to the analysis of education in one or several societies. 
In the first place, by emphasizing functions rather than structures, it opens 
the way for more reliable comparisons. Second, by attempting to isolate 
variables it lends itself to the analysis of more manageable levels of reality. 
Third, it formulates generalizations which can be empirically tested. 
Fourth, the findings can be made useful for the social reformer. Functional 
correlations would help the person concerned with change in that they may 
point to the ways changes in one institution will affect changes in another. 

The “functional-sociological approach,” however, cannot but give us 
only certain answers to inquiries involving systems of education for the 
following reasons: 

l. Analyses of the constituen I 
hecessary for the understanding of how those institution: 
sufficient. What is true of the constituent parts of one 
necessarily true of the whole “thing.” SR 

2. A highly controversial area in discussions of "function" and 
"functional analysis” is the place of “cause” and “causal explanations . 
In their desire to emulate the natural sciences, some functionalists have 
dropped the word “cause” in favor of “function.” Now it is true, as 
Bertrand Russell has asserted, that “the word ‘cause,’ in the scientific 
account of the world, belongs only to the early stages, in which small 
Preliminary approximate generalizations are being ascertained with a 
view to subsequent larger and more invariable laws.” 1) But as R. P. 


Dore observed: 
a, 

1) Russerr, Bertrand, Our Knowledge of the External 
Books 1960, p.70. ` 


t elements of institutions, although 
s work, are not 


"thing," is not 


World. New York: Mentor 
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If so they [sociologists and anthropologists] were the rather naive victims of the 
ambiguity of the word function, rather like the lady who heard that bearskins were 
replacing mink this year and though somewhat puzzled decided that fashion was 
fashion and went to the party naked. 


Dore has also pointed out, that although it may be true that “cause” 
is useful only in the infancy of a science, it “is not incompatible with the 
claim that ‘cause’ is still useful for sociology.”’1) Furthermore, explanation 
is an essential function of all empirical sciences.) 

Now to say that "the function of institution X is to maintain Y," 
implies that X has some sort of causal influence on Y. For example, if one 
asserts that the function of the English Public school is to maintain a 
social elite, this implies that the Public school causally influences the 
maintenance of an English social elite in the sense that among the causes 
of the social elite is a Public school type of education. Causes here would 
not mean the origins of the social elite but rather the causes of the 
persistence of the social elite.3) 

Functional analysis is often regarded as a form of explanation of 
phenomena. Let us, therefore take an example of how functional analysis 
may be invoked in order to explain an educational phenomenon. Suppose 
one observed that enrollments in academic secondary schools increase at 
a relatively higher rate than enrollments in a technical or vocational 
School, and this in spite of attempts to strengthen institutions of the latter 
type. How can this phenomenon be explained? A functionalist explanation 
would involve the examination of the “functions” which the various 
institutions perform. He would probably find that academic secondary 
Schools train people for positions with higher income and prestige than 
technical or vocational schools. The explanation would probably run as 
follows: “Because parents tell their children that graduation from an 
academic secondary school would mean more prestige and more income, and 
because employers pay more to those who go through such institutions.’ 

In these instances description and explanation do not go beyond the 
present situation, and the data would be established through such 
techniques as questionnaires, interviews, analyses of available statistical 
information on income distribution, etc. Now, a causal explanation of the 
previous kind would certainly add more to our understanding of edu- 
cational institutions. But even with the addition of the explanatory 
dimension of the functional physiological kind, our understanding, though 
increased, would still be limited. To the questions: “Why do enrollments 


1) Dork, op. cit., p. 848. 
2) Also see HEMPEL, op. cit., p. 271. 
3) See Dork, of. cit., p. 844. 
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increase at a higher rate in X schools relative to Y ?” or "Why do parents 


" prefer certain types of institutions than others and urge their children 


‘to go to them?” or “Why does society reward people differentially ?” we 
could supplement functional explanations, with historical-evolutionary 
kinds of explanations which would trace the origins and growth of certain 
events or institutions and the way certain patterns of behavior were 
themselves institutionalized. 

Explanations of the historical-evolutionary kind would also be valuable 
in instances where functional analysis restricted itself to the investigation 
of correlations of the type “X is correlated with Y” or “X varies as Y does,” 
as for example when enrollments were found to be correlated with income 
distribution or degree of urbanization. 

3. The isolation of specific elements in the educational system without 
a prior thorough and, as far as possible, total examination of the whole, 
might result in the analysis of insignificant rather than crucial variables. 
In order to be able to isolate the crucial elements in the institutional 
complex of a society, and in order to trace relationships with other 
institutional elements, it seems that one must possess a thorough grasp of 
such a complex, not only in its contemporary state, but also in its historical 
development. 

4. Functional analysis tends to be limited to what the functions of 
institutions are at present. Yet, surely, education is not a contemporary 
phenomenon. It has been carried on since the beginning of man. It would 
be difficult to justify the exclusion of the vast historical experience of man. 
And, as stated previously, comparisons of educational phenomena at 
different historical periods is as much a legitimate area of comparative 
education as comparisons of contemporary educational phenomena. 

5. Education means more than the social institution known as the 
school. It also denotes the personal relationships between teacher and 
Pupil in the classroom, as well as the activities the child experiences out- 
side the school through being a member of youth organizations, church 
Broups, peer groups, etc. 

6. Finally, unless great care is taken in the use of such terms as 
"functional," “dysfunctional” and “eufunctional,” by clearly defining 
Criteria of "adjustment" or “adaptation” (i.e. concepts which are im- 
Portant to “functional analyses"), there is the danger of making “tau- 
tological" and not particularly illuminating statements. “Tautological 
Use," as Hempel points out, “could be based on construing any response 
of a given system as an adjustment, in which case it becomes à trivial 
truth that any system will adjust itself to any set of circumstances.” 1) 


1) HEMPEL, op. cit., p. 295. 
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IV. Conclusion 


The concern of this paper was twofold : first, to clarify the role of history | 


in the comparative study of education; and second, to assess the role of 
social "science" exemplified by the sociological-functional approach in the 
same field of inquiry. 

An attempt was made to show, either explicitly or by implication, that 
history is germane to any study that aims at the full understanding of 
education interpreted as a social phenomenon. Since presumably the study 
of comparative education is based on the assumption that, in order to gain 
a better understanding of education one has to examine a variety of 
educational practices in a variety of cultural contexts, a comparative 
educator who ignores the vast historical experience of man in this sphere 
of activity, would be doing so only at his own peril. One might indeed say 
that in comparative education a great deal of the material is in its very 
nature historical, for it depends on tradition and the cumulative action of 
past events. 

The assertion that history deals essentially with unique and particular 
events, and that consequently its value for comparative analysis which 
presupposes abstraction, generalization and regularity is questionable, 
has been refuted by several writers including historians!) As Crane 
Brinton has shown, it is quite possible to categorize or classify historical 
phenomena and compare them for the purpose of making generalizations. 
Although such generalizations may be of a limited rather than a universal 
nature, they may in turn be used as working hypotheses to be tested in 
other similar situations in order to illuminate them. In other words, from 
an examination of the specific, the concrete and the particular, the his- 
torically-minded comparative educator may induce a generalization and 
then use it in order to illuminate another particular event or form. The 
concern for the general and the particular is to be found in both the social 
Sciences and history, and the difference is one of emphasis and objectives 
of research rather than kind or method. 

Comparative education also deals in no small part with borrowing and 
diffusion, and the tracing of these processes is more the work of the 
historian than anybody else.2) 

Finally it was shown that even in approaches which purport to be 
a-historical, historical analyses and explanations would be extremely 
valuable to supplement functional explanations and thus contribute to à 
fuller understanding of educational institutions. 


and RESCHER, 1 » Op. cit., pp. 35-48; CARR, op. cit., P. 57; Jor À 
‚op. cit., p. 150. 
p. 38 es in Sociology. London: Methuen and Co. 1932, 
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On the other hand, however, sociology has also been found to provide 
the researcher of comparative education with well developed techniques 
and conceptual schemes. The light thrown by sociological analyses of insti- 
tutions, and the body of theory developed on the interrelationships of 
education and society, would in turn be ignored by the historically- 
oriented comparative educator at his own peril. 

Throughout this paper there was also the implication that comparative 
education would strategically yield more profitable results if the various 
aspects of inquiry or interest were delineated more carefully for purposes 
of analysis. The failure to do so, it has been argued, is one of the major 
flaws of some of the classic studies in the field. And although surely 
application, policy-making, and “reform” may be as legitimate areas in 
the comparative examination of education, as research into how and why 
educational institutions and practices are the way they are, for purposes 
of scholarly investigation they must be clearly differentiated. A complete 
comparative study of educational patterns, practices, etc. would ultimately 
rest upon the synthesis of historical, sociological and one might add 
anthropological and psychological knowledge of the phenomena under 
consideration. 


GESCHICHTE, WISSENSCHAFT UND VERGLEICHENDE PADAGOGIK: 
EINE METHODOLOGISCHE UNTERSUCHUNG 


von Andreas M. KazaMias, Chicago 


Bei den kürzlichen Meinungsverschiedenheiten über die Methodologie der ver- 
gleichenden Padagogik sind vor allem zwei Auffassungen stark hervorgetreten: 
die historische und die soziologisch-funktionelle. In dem vorliegenden Artikel wird 
versucht, die Standpunkte der Verfechter dieser beiden Ansichten zu umreiBen 
und die Rollen zu klären, die Geschichte und Soziologie in der Betrachtung der 
vergleichenden Pädagogik spielen. E 

Zuerst wird darauf hingewiesen, daB die Nachteile einer Reihe klassischer Unter- 
suchungen, vor allem die Kandels, nicht in ihrer historischen Orientierung, sondern 
in folgenden Unzulanglichkeiten liegen: (a) sie lassen eine begriffsmäßige Übersicht 
vermissen; (b) sie sind ,,melioristisch"; (c) sie gehen von gewissen fragwürdigen 
geschichtlichen Voraussetzungen aus, d.h. daB Geschichte sich ausschlieBlich mit 
einmaligen Ereignissen befasse, die nicht verallgemeinert werden kónnen; (d) sie 
Sind impressionistisch in der Anwendung des Begriffs „nationaler Charakter ;und 
© sie sind einseitig, denn sie ignorieren vollkommen die Einsichten und Resultate 

er Sozialwissenschaften. 

Andererseits wird aufgezeigt, daB die soziologisch-funktionelle Betrachtung ge- 


Wisse Grenzen hat: ohne ein vorheriges vollstándiges Eindringen in den Gesamt- 


k x E : tende GróBen einer 
Omplex der Pádagogil besteht die Gefahr, daB nur unbedeuten yu a 


Analyse unterzogen werden; das partikularistische Weltbild mit dem 
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Weltbild nicht übereinstimmt; das Streben nach größtmöglicher Abstraktheit zu 
einer forcierten Ordnungseinteilung des untersuchten Materials führt; nur zeitgemäße 
Pädagogik in Betracht gezogen wird und Tautologie entsteht. 

Zusammenfassend wird festgestellt, daß beide Ansichten, richtig angewandt, 
keine Gegensätze bilden sondern sich gegenseitig ergänzen und befruchten. 


HISTOIRE, SCIENCES ET PEDAGOGIE COMPAREE: 
ETUDE METHODOLOGIQUE 


par Andreas M. Kazamias, Chicago 


Des controverses récentes concernant la méthodologie de la pédagogie comparée, 
deux conceptions se dégagent en particulier: la conception historique et la con- 
ception sociologico-fonctionnelle. L'article tente d'esquisser les points de vue des 
défenseurs de ces deux conceptions et de mettre au clair le róle de l'histoire et de la 
sociologie dans l'étude de la pédagogie comparée. 

D'une part on constate que certaines études classiques, surtout celles de Kandel, 
ne souffrent pas de leur orientation historique, mais des insuffisances suivantes: 
(a) elles manquent de plan conceptuel; (b)elles sont de caractére mélioriste; 
(c) elles sont basées sur certaines hypothéses contestables concernant l'histoire, par 
exemple que l'histoire s'occupe exclusivement d'événements isolés qui ne peuvent 
être généralisés; (d) elles sont subjectives dans l'emploi du concept de ‘caractère 
national"; et (e) elles sont limitées en ce qu'elles ignorent complétement les con- 
naissances et les résultats des sciences sociales. 

D'autre part on indique que la conception sociologico-fonctionnelle a certaines 
limitations: sans un examen approfondi de l'ensemble de la pédagogie, il y a danger 
que l'analyse ne s'attache qu'à des questions insignifiantes; que la conception 
particulariste de l'univers ne soit pas conforme à la conception générale de l'univers; 
dans son aspiration à étre extrémement abstraite elle pourrait mener à une ré- 
gularisation arbitraire du matériel observé; elle tend à ne considérer quela pédagogie 
contemporaine; et pourrait mener à des tautologies. 

Conclusion: les deux conceptions, employées correctement ne sont pas antithé- 
tiques, mais se complètent mutuellement. 


UNIVERSITIES IN EVOLUTION 
Review article 
by Edmund J. Kine, London 


In every country, the idea of “the university” is deeply entrenched; and 
the emotions surrounding everyone's recollection of “the university” are 
still more inviolable — at least, in most cases. Yet university evolution has 
been so marked a phenomenon, and over such a long period of time, that 
huge transformations have taken place. Our own venerable institutions 
would once have seemed revolutionary, if not utopian. It is against this 
background that we must try to assess present demands for university 
change — all the more so because the world outside the universities has 
altered out of recognition, and has long been penetrating the university 
precinct in every country. It has introduced new subjects, new professions, 
a new body of students, a swelling tide of ambitious young people from 
widely accessible schools, and a new sense of urgency to replace the otium 
of former days. 

This change in itself would be enough to revolutionize universities, 
because it strains previous resources, makes demands on libraries and 
laboratories and professors which never existed a lifetime ago, and has 
changed most students themselves from dilettanti or roistering young 
gentlemen to earnest young workers of both sexes. What was once 
considered to be the proper access of young people to their teachers, to 
the fellowship of other academics, and to the atmosphere of disinterested 
enquiry is impossible in present-day circumstances. Teaching, discussing, 
and the communicating of necessary information cannot be efficiently 
undertaken in old-fashioned terms. Still more, the university's task of 
making sure that a minimum of knowledge is possessed both by those 
whom it admits to its doors and by those whom it sends out into the world 
with its diplomas has brought into being a massive apparatus of school 
and university examinations. The examination has in many cases tended 
to eclipse the curriculum, or at least to dictate it; and in some cases it 
has not only drawn attention away from the student and from the wider 
world of which he is part but also has transformed (or made impossible) 
the learned research which the world’s universities have long considered 
to be their glory and justification. : ; 

In one form or another, these are common complaints in every uni- 
Versity in the world. They appear again and again in the books under 
Teview, and for that reason it has been convenient to deal with them 
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generally here. But there are other complicating factors — of even greater 
importance this time — which are seldom talked about in universities | 
(especially European universities) until some international shock intro- | 
duces comparisons and misgivings. We are all aware that every country | 
in the world has its “crisis in the universities"; but we are seldom aware | 
(amidst all the expanding interest in higher education) how easy it is for V 
old-style universities to be superseded, by-passed, or simply patronized 
and attached like learned pensioners to the much more go-ahead business 
of instruction and research which is going on elsewhere. In one way or 
another, all these things have happened in the past; and (if we take an 
international perspective) there seems to be even greater likelihood now 
that one of these fates will overtake the universities themselves or will 
overpower the traditional idea of the university. 

So the effects of what is outside the university are not limited only | 
to details of curriculum content, methods of teaching, and the purposes 
of examinations. They bring into question the very existence of hallowed | 
shrines maintained by a club of autonomous professors (or students). 
They may well make universities (as we normally understand them) look | 
like technological or social devices which are as outmoded as copy-clerks 
and town-criers on the one hand or chaperones and soothsayers on the 
other. It is already possible for an Englishman or an American to read 
the contemporary debates of Italian professors (for example) and to feel 
that he has slipped back at least a century, if not more. Let it not be 
supposed that this remark somehow exonerates the Anglo-Saxon. Far 
from it! We are all equally culpable in our different ways. 

Some universities and their personnel ignore not only the tremendous 
pressure building up in schools below the university and the ever-growing 
insistence on purpose in the world which is waiting for the products of the 
university, but also the alternatives to schools and universities already 
existing in their own countries. These include: cheap books, magazines, 
reviews, and newspapers; films, radio and television; specialized societies 
and institutes, sometimes with superb bibliographical and abstracting 
Services; industrial, scientific, and social research activities undertaken 
by commercial enterprises; and — still more ominous and impressive in 
many respects — the intervention of governmentsinawarding subventions 
or contracts to particular institutions or to departments of universities 
not to speak of governmental research institutions proper. 

In terms of time spent on "education," many children and some 
students are exposed to the mass media for almost as long a time every 
year as they are exposed to formal schooling, which is less glamorous and 
less evocative. In terms of money, far more aid is given to particular 
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government-sponsored research projects in some universities today than 


` was spent on the whole of those universities’ teaching and research 


| a 


programmes twenty years ago.) Industrial corporations in free-enterprise 
countries may match or exceed these proportions in the money they 
spend or in the time they make available to research; they may also make 
career prospects for the researcher much more attractive than penurious 
or politics-ridden universities, especially as there is so much teaching to 
do nowadays. Professional schools which in part overlap the university 
range or which run parallel to the conventional universities (like the 
Technische Hochschule) may attract more public money or better 
students and professors than they. 

Furthermore, the ever-growing specialization which is both the foun- 
dation of our modern life and a product of it now makes it impossible for 
university life to be a universitas studiorum or even a fellowship of 
humanists — particularly when both governments and technological 
enterprises subsidize university departments differentially or even pay 
their faculties on different scales. This is mot calculated to make for 
harmony! The situation is aggravated when, within a university de- 
partment, status and stipend must be individually battled for with 
evidence of academic "productivity" or with evidence of commercial 
saleability — as happens particularly in the United States. So, in some 
ways, it looks as though the "university. idea” as our grandfathers knew it 
(if they were among a tiny, favoured élite) may be disintegrating under 
pressure of numbers, because of the explosion of knowledge and enquiry, 
and in consequence of the insistence on purpose and utility which has 
made our modern standards of living and learning a possibility. 

So far, we have been considering only the impact upon universities of 
recent events in their own countries. Realism demands that we pay more 
attention to these events — and far beyond the university precincts at that 
~than we have done so far; but we shall be helped in our present exami- 
nation of conscience if we look back into our own histories and at the 
example of others. Though we customarily think of the University of 
Bologna as the world's oldest, it was not. The "forest universities of 
hermit philosophers in ancient India claimed that they reviewed the 
totality and essence of wisdom. So did Al Azhar in Cairo, founded about 
968 A.D. Yet most of us do not now think of these institutions as “real 


universities at all. In contemplating their shortcomings we should 
examine our own chances of being equally condemned. Our post-Re- 
naissance European universities Were far greater and fresher; but they 
——— 


low), 
p d gares, C. M., The First Century at gton (see Bei) 


the University of Washin 
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also were largely eclipsed for long periods by Jesuit and other collèges 
in due course. Even our "ancient" universities, as we know them, owe 
much to this influence, especially through the changes undertaken in 
response to the challenge of Napoleon. He, incidentally, like Stalin after 
him, disbanded the universities to secure the more specialized development 
of their constituent faculties or new departments. (A similar process seems 
to be happening automatically now!). The admirable development of 
German universities as learned institutions during the nineteenth 
century was based more upon the excellent foundation given by Wilhelm 
von Humboldt's Gymnasien and comparable schools than upon any 
spectacular inventiveness on the part of the university academicians 
themselves; and von Humboldt's purpose was to strengthen state and 
technology, rather than abstract Wissenschaft. Thus, what we think of as 
a longstanding tradition was really a process of continuous revolution, 
undertaken in response to outside events and to non-university phenomena. 

Corroborative examples could be multiplied within the European tra- 
dition; but it is more profitable to look abroad at the immense, haphazard 
workshop of the American academic scene. It is fortunate that for this 
purpose we can avail ourselves first of a superb piece of American 
Scholarship, masterly in its conspectus and consisting of remarkable 
documents which individually throw much light on European and 
American history — political, economic and social, as well as educational.!) 
American Higher Education is a momentous two-volume collection of 
manifestoes, instructions, speeches, letters, and college regulations 
covering the period from 1633 to 1948 (with comments and footnotes up 
to about 1960). 

As so often happens with works of this eminence in the United States, 
the authors are not professionally in “Education” with a capital E; they 
are historians who feel that at this time of acute educational discussion 
the debate may be enriched by an anthology of great contributions from 
statesmen, scholars, and literary men during three centuries instead of 
the “dreary textbooks" so often compiled by professional educators of 
the “sodden reading" of official documents. They say: “Readability was 
an important criterion" ; and in their choice they have justified themselves. 
Not only the great nineteenth-century founders and policy-makers (with 
their critical eyes turned eastwards towards Europe) but the Founding 
Fathers of the republic and the Pilgrim Fathers before them come vividly 
and controversially to life. Through their eyes and their European 
informants' comments we have a first-class review of European short- 


, 1) Horstapter, R. and Smrt, W., American Higher Education — a documentary 
history. Chicago: University of Chicago Press 1961. 2 vols., 1040 pp., $ 15.00. 
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s, successes, and valiant struggles. As far as the United States 

d itself is concerned, we are truly in the company of great minds who are 

- unsparingly critical and astonishingly objective, but determined to 

promote the life of scholarship and humanity over vast territories, 

extend it to previously unconsidered elements of the population, and 

2 adapt it to the perplexing conditions of twentieth century technological 
"and social fluidity. 

Yet this admirable book is far from being an encomium. With admirable 
self-restraint the authors not only let the historical procession speak for 
itself, but also bring out astonishing aspects through their characters' 
own words. Half-known incidents or details are shown up in certainty 
here. So we pass from a predominantly religious purpose, with an embargo 

~ onall use of the mother tongue at Harvard (so that Latin might be spoken), 
through the invitation to Komensky to be president of an American 
college in 1654, through the keen and strongly vindicated claims for 

— religious, intellectual and political freedom to a state of affairs in which 

— John Adams could write in 1825 to Jefferson (without fear of offence or 
Teproof) describing the central doctrine of Christianity as “this awful 
blasphemy.” The remarkable attention paid in American universities to 
practical interests and to “all manner of men” is shown to have centuries- 
old roots, to have engaged the sympathy of unimpeachable scholars, and 
to have long been arguable in humanistic terms acceptable to our most 
conservative Europeans. Indeed, one delightful feature of this compilation 
is that both the factual account and the story of controversy lift us out 
of the demagogue’s arena into the conversation of great minds, into a 
Universitas studiorum all of its own. 

The first two sections of Volume I, each with a concise and crystal- 
Clear introduction, follow a mainly historical sequence down to the 
Declaration of Independence. For all that, the elements of crisis and the 
‘perennial concerns of any present-day university are shown in embryo. 

_ As the tale proceeds through the documents in the next two sections, the 
© debates develop on purpose and practice, on finance and public relations, 
om the links of college with school on the one hand and with life on the 
other. The relation of the faculty (university teachers) with the university 
Administration and public authorities is keenly argued. Part Five takes 
"Us back to a particular review of freedom and oppression in the old- 
time college during the first half of the nineteenth century, bringing us 
into the Civil War. From there we proceed with Volume II. We glance 
into the 1850s to see the burgeoning of Henry Tappan’s idea that 

a true university should be the apex of a state educational system. - 
"Püblicly maintained schools leading up through “Colleges or Gymnasia, 
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and Universities on an organized and connected system." Though he did 
not have the chance to develop this in New York State or Massachusetts, 
his development of the University of Michigan at Ann Arbor (then in the 
wilds) was later described by Andrew White as “the real beginning of a 
university in the United States, in the modern sense.” E rom 1860 to 1865 
the humane and dignified “Cornell idea" formed in White’s mind. The 
timely grants of land under the Morrill Act of 1862 have their tremendous 
influence traced, not simply in encouraging “useful” studies but in making 
possible a stronger humanistic recourse to European models (especially 
German) in the hope of building a proper university structure on top of the 
Protean or Herculean endeavours of an often backward and always 
widely scattered pioneer population. 

How remarkably these great men and the American people have 
triumphed is shown by contrasting present success with bitter com- 
ments during the 1860-1885 generation. The earliest science schools 
(supposedly of college character) had no admission requirements; it was 
said that from the nation's 300 colleges (not one of which could be compared 
with a European university) teachers adequate for 6 proper universities 
might be gathered; however, at the moment college graduates were not 
fitted to begin Proper university studies, and typical the American 
professor had “seldom seen the inside of a real university.” 

It was against this discouraging background that leading Americans 
could conduct debates on the academic life which are full of relevance for 
the proudest of us now — not only in the matter of expanding basic 
educational opportunity, but in terms of our most ambitious advance. 


years of "college," and are thus often directed towards the problems 
raised by graduate studies at Johns Hopkins or by “elective” studies at 
Harvard (in place of a fixed common core curriculum in college), some 
of them might have been written with reference to European school and 
university problems in the middle of the twentieth century. The latter half 
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cultivation of the human phenomenon - instead of being merely the 
professional expertise of increasingly despised practitioners. 

Many of the aspects of higher education which European university 
people (outside the communist countries) usually overlook are well 
reviewed in this exceptionally interesting book, if only because of the 
unprecedented range and multiple interests of almost 1900 colleges or 
"universities" in the United States. Some of these include work below 
the level of secondary schools elsewhere, while others are the proving- 
ground of students who can be a delight and a challenge to any professor. 
For non-American readers it is important to recall that American library, 
research, and laboratory facilities are now often the envy of the world; 
that Americans in large and increasing numbers are regular and inde- 
fatigable attenders at "school" (which term includes the university); that 
economic conditions make it unnecessary or undesirable for increasing 
numbers of them to have really adult employment before the age of 
22 or 25; and that American orientation has long been towards educating 
in accordance with the “consumer” logic of the industrial revolution, 
often on a national and rather isolationist basis. Since the last contri- 
bution to this book was made, however, the post-Sputnik re-orientation 
- with the generous aid of the National Defense Education Act of 1958 — 
has begun to transform opportunities in American education. With the 
help of American Higher Education and recent books on the same level 
it will eventually secure realistic use of those opportunities not only in 
the better colleges and universities now exciting world admiration but 
throughout the whole school system — perhaps as Tappan wished. 

It is in no sense a criticism of the book just reviewed to suggest that 
readers should place its assumptions too in their world context, making 
Close comparisons not only with the development of higher education in 
the Soviet Union and China (which fall outside its purview) but also with 
the meagre resources and stark priorities of higher education in those 
developing areas of the world where such a large proportion of mankind 
is having to choose between the American and the Russian example. 

Three other American books 1) help to fill in some factual details in 
Our survey of American higher education. It is convenient to begin 
historically with the story of the University of Washington, in Seattle, 
and roughly the same geographical distance from Harvard as that uni- 
a 


1) Gares, C. M., The First Century at the University of Washington. Washington: 


Diversity of Washington Press 1961. 252 pp., $ 7.50. 

Alien, B., GE Education in the United States. New York: McGraw 
ill Book Company 1960. 346 pp., $ 6.95. E 
The E D Bacon New York: American Association of Colleges for 


Teacher Education 1961. 150 pp., price not given. 
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kilometers) for university endowments, 

The University of Washington was founded before there were any 
public elementary schools or high schools in the territory. The students 
had therefore to begin with the most elementary instruction. The Princi- 


with two Indians in a canoe ; and his first enrolment was 12. About ten 
years after the founding in 1861 there were still no “‘college-level’”’ studies 
even by the most generous interpretation; and in 1894 the catalogue 
declared that “Any citizen of the state can find instruction in any branch 
of learning which he wishes to pursue." Of course, the multiplication of 
interests and the appalling shallowness of the instruction kept standards 


in the United States — still Providing the most elementary and “frothy” 
courses (the word is the author's) as well as many irrelevancies, but also 


a good index. 
Dr. Berelson’s Graduate Education in the United States is the outcome 
of two years’ work Sponsored by a Carnegie Corporation grant. He has 
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arguments. Dr. Berelson makes it clear (eg. p. 13) that no matter what 
others may say about the claims of research in graduate schools, or about 
the need for training people, his own evaluation turns upon the presence 
and merits of a good instructional programme for doctoral candidates. 
Non-Americans may not realize just how many hours of formal in- 


|. struction and class-work most doctoral candidates have to endure — not 


seldom at the expense of personal reading and enquiry, to say nothing of 
developing the independence of a scholar. In these circumstances, much 
that is called “research” may be little more than a laborious and firmly 
guided working-over of previous writings — so much so that postgraduate 
candidates have sometimes asked me whether work I set them under 
American university regulations was to be “research, or an original piece 
of work"! Preoccupation with the instructional or implementation aspects 
of the doctoral years makes Dr. Berelson on occasion draw very question- 
able conclusions from the evidence submitted to him. For example (p. 52), 
he seems to find it odd that college professors are expected to have 
scholarly opportunities, when these are not going to beused to pass on 
to others the practical skills of research technique. He assumes in this 
connection that the college professor's work, even with graduate students, 
will not really be work with researchers, and he does not seem to see that 
the professor's own enquiries in depth may be part of understanding his 
subject or of cultivating himself. 

Therefore very many of the practices described by Dr. Berelson, the 
assumptions made by him, and the contentions he quotes with approval 
are precisely those which incur the ridicule and condemnation not only of 
a Dr. Hutchins recently or of a Dr. Flexner a generation ago but also of 
people like Dr. Gideonse. The latter are often misinterpreted as supporting 
Some current American practices — whereas they only question the 
remedies proposed for abuses they admit to be non-university activi- 
ties. Dr. Berelson quotes Dean Keppel of Harvard as saying (p. 125) 
that “the least able student in one college maintains a higher standard of 
academic performance than the best in another college"; but though he 
seems prepared (see also p. 118) to admit the justice of this comment on 
the four-year college, he does not accept it as true for the graduate schools 
which immediately follow them. However, he does accept Jacques 
Barzun’s criticism of “appalling waste on both sides” — student energy, 
hope and money, and the faculty's time and effort (p. 167); he thinks 
that much “defending” of dissertations is perfunctory and “not genuine" 
(p. 199); and he directly or indirectly doubts the equivalence of work 
done in departments of Education (where a preponderance of doctoral 
degrees are obtained) to work done elsewhere. Despite all this incompa- 
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rability of quality, he remaifis throughout the book preoccupied with 
quantities and numbers. Time and again he refers to “the top universities" 
— only to let us see that he means those who “produce” most Ph. D.s or 
their equivalent. It is true that some of the ancient universities Score 


heavily in this productivity; but some of the others in Dr. Berelson's top | 


category numerically are far from being comparable in quality, and 


(pp. 101-102): “The farther down in the university hierarchy, the larger 
the proportion of (those who believe they both) could and should” 
expand doctoral enrolments “within Present facilities and without lowering 
standards.” (The italics are mine). 

Dr. Berelson’s book is full of unexplained abbreviations and of tables 
which do not readily become intelligible until the surrounding text is 
thoroughly scrutinized ; it abounds with long and short quotations from 
unacknowledged sources, such as “a graduate dean,” or “a knowledgeable 
educator"; it has no index ; its bibliography is hazy. He is prepared (p. 
232) to castigate Europeans for excessive lecturing, when he should know 
that at the six-year long graduate level (on average) we cannot hope to 
compete with the American marathon. We do not insist so much on 
lectures at the undergraduate level, However, he does provide us at 


while answers, In compensation it should be said that his section on 
students (pp. 129 and foll.) and his account of post-doctoral work are 
very informative, 


> 


for the Ed. D. has attended some 90 "semester hours," 1) and each candidate 
for the Ph. D. some 78 "semester hours" Of course work and actual 


SS 
1) A "semester hour" roughly represents one hour of class attendance every 
week throughout a semester. 
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attendance since his bachelor's degree. This says nothing of independent 
study and reading, or of writing up his work. The median cost of tuition 
per annum is $ 750 at private universities, or $ 180 at state universities. 
Much of the information in this book really requires a firm knowledge of 
American institutions and practices to be fully intelligible; but there is 
plenty here for the connoisseur of such things. 

We now come to three critical surveys of European universities.!) The 
contribution by Dr. Gerhard Ritter reflects strong loyalty to the German 
traditions of Lernfreiheit, Lehrfreiheit, and high academic standards. 
Nevertheless, he is fully convinced that the expansion of educational 
opportunity to a greater section of the population is not only a measure 
of social justice but a necessity for technological and democratic progress. 
To cope with increased numbers, to reduce the numbers in particular 
classes to manageable proportions, and to secure greater continuity and 
efficacy in university work, some formalization seems to be necessary - 
in the university's as well as the students’ interest. Dr. Ritter has travelled 
to the United States and is well acquainted with practices elsewhere in 
Europe. He therefore tries to preserve the best of his own tradition while 
drawing from abroad a few proposals for the future. 

Merely guaranteeing access to academic life (or to the social and 
economic opportunities it leads to) is no democracy and no service to 
learning. Now almost any kind of Abitur from any of the newer kinds of 
Secondary school (or their equivalent) guarantees university access, 
in marked contrast to the requirements of foreign universities, which 
specify particular prerequisites. Neither Humboldt's ideal of an all-round 
education nor the particular needs of the sciences and humane disciplines 
can be served thereby. For ambitious students the university is becoming 
a sort of vocational school; yet no real training can be given under a system 
Where professors drone out a monologue with hundreds of students, 
Numbers are not the only problem, either; there must be more class 
participation and discussion. There must be more books, a wider selection 
of books more pertinent to the student's need for consecutive and critical 
study, and indeed a stronger provision of courses as in the United States 
and Britain. In the modern languages and sciences, much more practical 
exercise is needed. There might be regular checks on student progress, 
either by yearly written examinations as in France, or by oral tests as in 
_ 

M ip erem G., Die Krisis des deutschen Universitätswesens. Tübingen: J. C. B. 

La deboli MEER Vol. I of Studi sull'università italiana. Bologna: 
Il Mulino 1960. 224 pp., Lire 1200. 

Una politica per l'università. Vol. 

58 pp., Lire 2000. 


. V of the same series. Bologna: Il Mulino 1961. 
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Belgium, or at any rate in some way which will keep students up to the 
mark or make them repeat a course if they fail. The risk is great, however, 
that professors will concentrate on examinable topics; and in any case 
the heavy volume of examining to be anticipated would make anything 
like the French propédeutique assessment an intolerable burden. Never- 
theless, in the sciences and in law and other precise disciplines some proof 
of student progress should be insisted on. In such internal, informal 
assessment as now takes place, professors are unwilling to fail students 
whom they hardly know, and whom they cannot effectively discuss with 
colleagues because of the divorce which now exists between subjects. 
There is also a lack of personal contact between university faculty 
members numbering a hundred or so. 

In order to maintain the ancient university ideal in a mass democracy, 
and amidst specialization, the German universities might copy the 
American college in continuing general education to a “first academic 
degree" like a B.A., which would continue and guarantee the building of 
knowledge begun in the secondary school. A clear distinction should be 
made between these people (not yet at a proper university level) and those 
capable of genuine research and university independence. From the 
English pattern it might be appropriate to copy the system of junior 
teachers in universities, assisting in the departmental oversight and 
teaching of the Ordinarius (professor), and relieving him or making such 
delights as the sabbatical year a possibility. (Here it is necessary to 
comment that Dr. Ritter seems unaware that British university teachers, 
though arranged in a hierarchy of names and rewards, usually function at 
least as independently and responsibly as “‘ordinaries” on the continent. 
However, his point is well made that these are university teachers with a 
responsibility for the student's progress, and for affording him access and 
guidance). Dr. Ritter Says there is no question of Germans’ accepting the 
whole of the “Anglo-Saxon system” (which he tends to see as a unity); 
what he wants is a latter-day equivalent of the academic preparedness 
which the Gymnasien once gave, but which they cannot altogether give 
now for such different student populations and such different university 
disciplines. Moreover, they cannot act as the necessary academic “‘sieve” 
for those who should be excluded from the university; and they may have 
failed to bring up to a state of university readiness a number of students 
who might have done well if taught by other methods. Supplementary 
preparation must therefore be given: but the university is not the place 
for it. 

Without doing violence to German traditions, greater systematization 
of real university teaching thereafter could provide continuity; and 
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standards could be kept up by the recruitment of permanent university 
teachers (Studienprofessoren) distinct from today's ambitious young men 
impatient to get on with research and soon secure promotion to a Chair. 
Team teaching and departmental supervision of students (and work) 
would be more effective than present methods. Other countries than the 
Anglo-Saxon group (like France and Holland) have initiated such features 


“in their universities. By making arrangements for university teachers to 


have a good career without false ambitions in the direction of research, 
harmony would be secured. (One may wonder!) In any case, modern 
universities should also have research institutes, or give regular professors 
time off for full-time research. 

The two Italian books 1) are part of a series of five publications based 
upon a two-year survey sponsored by the Ford Foundation. They provide 
fascinating material for any student of Comparative Education or of social 
change. La popolazione universitaria combines two desiderata: it is full 
of tables and facts; and it is easy to read. Showing that the proportion of 
university graduates is increasing rapidly, it reveals a fourfold increase in 
the number of students since before the war and a striking inability of the 
universities to do them justice either socially or academically. There are 


_ 2,040 “‘ordinaries” or regular professori di ruolo for more than 200,000 


students, and not all of these professors actually teach. They are assisted 
by 2,771 assistenti di ruolo (appointed teachers), by 1,206 special lecturers, 
by 785 incaricati or temporary assistants - making a total of 4,762 paid 
staff in addition to the “ordinaries.” Besides these there may be as many 
as 10,000 unpaid and unrecognized “voluntary helpers” in the most pre- 
carious position, just having a foothold in the university and often being 
little better than recently graduated students. 

Who are the students? For convenience, a few facts are quoted here 
from Una politica per l'Università. In some regions more than half of all 
the boys with certificates from the licei enrol in universities. In other 
regions few enrol. Nearness to a university centre is of critical importance 
in this matter. Though the university population has radically changed 
since 1911, when more than a third were the sons of property-owners or 
rentiers, about half of the students are still from managerial homes. These, 
and the children of professional people, make up 80% of the under- 
graduates. Some 6% of the population provide 43% of all university 
students. Only about 19% of Italians live in university cities (most of 
which are towards the North of the country); but over 38% of university 
students come from their university city. Of the others (and even of their 
number) a very large percentage never attend any lectures after the first 
few days, presenting themselves solely for examinations, in which the 
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failure rate is very high. Indeed, the wastage is phenomenal for other 
reasons too. Most students have jobs; many cannot afford the fares to 
come in to lectures, which they often consider to be of no value; many 
have families to support. Accordingly, instead of completing studies in the 
official period of four years, 50% of the students in the faculty of Eco- 
nomics often take seven years or more. The figures for a three-year delay 
in other faculties are as follows: Letters, 50% ; Engineering, 57% : Medi- 
cine (mostly from well-to-do families) 25%. But in addition to these dila- 
tory students, nearly half of the initial enrolment in all faculties disap- 
pears altogether from university life. 

Many a professor has far more students enrolled for his courses than he 
could possibly fit in his lecture rooms. An “ideal” lecture group is several 
times given as about 250! For class-work (indeed a rarity!) 30 or 40 students 
are stated to be manageable — in science subjects. In what is called 
“experimental” work, 10 or 12 would be better, because that is all the 
Professor could conveniently muster round the blackboard! How unpractical 
most of the work can be is shown by recommendations in Una politica per 
l'Università — that some Practical insight be given to the students by visits 
to industries, farms, and hospitals. 


The second half of La popolazione universitaria deals mainly with the | 


role of the established full professor. For details of the assistant staff, 
which are very revealing, we have to dig into Una politica per D Università, 
which consists of the proceedings of a conference at Bologna in 1960. One 
professor has two regular assistants for 600 students. The proportions of 
assistants to regular professors is increasing, but nothing like as fast as the 
student enrolment. Some professors have to read as many as 200 disser- 
tations in a year, while others talk of examining 300-800 students. (The 
first Italian degree is a doctorate). The dissertation is often declared to be 


seen”. Furthermore, applicants for university teaching posts (35candidates 
in an example given) submitted an average of 50 publications each in 
support. All had to be read. It seems small wonder that the professors 
themselves are inclined to be absent from their own classes! 

Decorous and polished though these discussions of Italian universities 
and problems are, they reveal antiquated chaos — to say nothing of poli- 
tically inflammable tinder. We should add further facts: that many 
university professors regard their position as some sort of entitlement 
which gives them access to consultancies outside, or to a sort of literary 
pension by benefit of which they can write books, which they then require 
their (usually absent) students to buy; that a number undertake private 
coaching which may in extreme cases double their professorial income; 


` 
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that a significant number of them have more than one insegnamento, or 
| acareer (such as politics) which is their main interest. In any case, it is the 
scholar's role and not the teacher's, which they cherish. The idea of a 
university appointment as a full-time responsibility is still alien to Italy, 
as it is throughout Latin America. Indeed, many university professors 
have never held a junior post in a university, or taught anywhere else — 
* though many of the “professors” in secondary schools already have one 
foot in the university world. It is absolutely clear, as the contributors to 
these volumes insist, that both the school system itself and the university's 
purposes and practices must be urgently reformed. 

What proposals can be made? It is at this point that we must give full 
credit to the writers of these volumes and to the participants in the 
conference. They hide nothing: they shelter nothing from radical 
reassessment; they are prepared to re-appraise the relationship of uni- 
| versities to licci and to professional-vocational schools which prosper 

in Italy but have no university association either as contributors of 

knowledge and students or as recipients of research. However, the uni- 
versity must continue to be a place for “the humanities.” for "research," 
for high standards. At the same time, it must become more efficient at 
teaching and retaining students, who must be helped financially and 
f pedagogically. For this purpose, the most interesting (but not widely 
accepted) proposals strongly resemble those reviewed in Dr. Ritter’s book. 
They include the creation of “colleges” preparatory to or parallel to 
universities proper, like those in the United States and Britain; the 
establishment of proper teaching careers and tutorial work in universities; 
and the wide adoption of student scholarships and fellowships. However, 
the very dismal reception given to these radical proposals by the Minister 
of Public Instruction (present at the conference) augurs ill for any change. 

Moreover, in all honesty we must note that hardly any great change 
, overtakes universities of this kind until professors have filibustered 

themselves ad absurdum — and until some external agency of a political 

9r non-university technological kind steps in. In that event, the university 
as its present beneficiaries think of it will be just one more antiquarian 

Shrine dedicated to a fetish that nobody any longer believes in. The real 

Work of securing human progress and of continuing the inevitable re- 

rette of “the humanities" will then be taking place somewhere 

else, 
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Literaturbericht 


von Edmund J. Kine, London 


Die Universitäten auf der ganzen Welt sind durch die technologischen For. 
derungen, die hohen Immatrikulationsziffern und das unterschiedliche Herkommen ! 
der heutigen Studenten notgedrungen Veránderungen unterworfen. Die Studenten 
kommen nicht mehr vorwiegend aus wohlhabenden oder kultivierten Elternhausern; 
sie verfolgen ein festumrissenes Berufsziel; sie haben nicht mehr die Garantie, durch 


weder, weil diese Schulen ungeeignet sind, oder weil sich die Universitätsstudien so | 
rasch ändern); in vielen Fällen auch verdienen sie sich während des Studiums ihren 


der Summen, die die Regierungen in die höhere Bildung investieren, müssen die 
Universitäten die geschäftsmäßige Seite mehr berücksichtigen. Wie können sie 
gleichzeitig die akademische Freiheit und Integrität wahren und Vorsorge treffen, 


sagerquoten (oft 50%,) sowie dem Mangel an Realismus zu begegnen, schlagen ver- 
schiedene Autoren vor, eine Universitätsunterrichtslaufbahn und entsprechende Vor- 
lesungen einzurichten, wie sie in den angelsächsischen Ländern bereits bestehen; 
gleichzeitig aber warnen sie vor dem Verlust der Freiheit und der Belastung durch 
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En conséquence des demandes technologiques, du grand nombre d'immatricula- 
' tions et de l'origine diverse des étudiants actuels, les universités dans le monde entier 
sont nécessairement soumises à des modifications. La plupart des étudiants ne 
viennent plus de milieux aisés ou cultivés; ils ont un but professionnel fixé; ils n'ont 
pas la garantie d'avoir été bien préparés aux études universitaires pendant leurs 
années à l'école secondaire (soit que celle-ci soit mal qualifiée, soit que les études 
universitaires changent trop vite); et souvent ils gagnent leur vie pendant leurs 
études. Pour toutes ces raisons, et de plus en plus en raison des investissements 
gouvernementaux dans l'éducation supérieure, les universités sont forcées de devenir 
plus pratiques. Comment maintenir la liberté et l'intégrité académiques et, en méme 
temps, assurer la préparation professionnelle des étudiants, les guider d'une maniére 
efficace vers des cours déterminés, leur donner une instruction solide et les aider 
financièrement ? (Il semble que tous admettent que ce but doit être atteint). 

Pour éviter le manque de but déterminé, le grand nombre d'échecs (souvent 50%) 
et le manque de réalisme, critiqués méme dans des cercles universitaires, divers 
auteurs recommandent l'adoption de carrières d'enseignement universitaire et l'in- 
troduction de cours semblables à ceux qui existent dans les pays anglo-saxons; mais 
en méme temps, ils craignent la perte de liberté et la charge des examens et des 
corrections, Cependant, l'absentéisme continental et la surproduction de gradués 
technologiquement mal qualifiés (sans compter la négligence des ‘‘humanités mo- 
dernes” et le développement des demandes professionnelles) nécessiteront pro- 
bablement une sorte de compromis avec les méthodes anglo-saxonnes, Des exemples 
de pays continentaux sont cités. 

En premier lieu les auteurs traitent de problémes dans quelques pays particuliers: . 
Allemagne, Italie, Etats-Unis. Cependant, les comparaisons internationales mettent 
en lumière l'évolution des universités dans le monde entier. La grande diversité des 
expériences faites en Amérique (quelques-unes ne sont pas applicables dans d'autres 
Pays) donne des exemples de la réadaptation totale des systémes d'éducation visant 
au perfectionnement continu de l'éducation supérieure. 
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KURZE GESCHICHTE DER 
INTERNATIONALEN ZEITSCHRIFT FÜR ERZIEHUNGSWISSENSCHAFT 


Die Zeitschrift, die heute im Unesco-Institut für Pádagogik erscheint, blickte im 
letzten Jahr auf eine 30-jahrige wechselvolle Geschichte zuriick, so daB eine kurze 
Riickbesinnung auf ihre Entstehung und ihre Entwicklung berechtigt erscheint. 

Sie wurde von Friedrich Schneider, der auch heute noch zum Herausgeber- 


als Schulreformer sich damals eines groBen internationalen Ansehens erfreute, einen 
kleinen Beitrag ,,Der Zeitschrift zum Geleit’’ zur Eróffnung der ersten Nummer und 


das erste Heft kurze Grußbotschafte, i 

Die Zeitschrift bekam. damals die äuBere und innere Gestalt, die sie im groBen und 
ganzen noch heute aufweist. Den ersten Teil jedes Heftes bildeten Abhandlungen 
und Referate in deutscher, englischer oder franzósischer Sprache, denen Résumés in 
den beiden anderen Sprachen angefügt waren. Daran schlossen sich als zweiter Teil 


Denken und die Pädagogische Wirklichkeit aller europáischen Staaten, sondern auch 
über Nord- und Südamerika, Australien, Persien, China und Japan befinden. Unter 
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Herausgeberschaft des nationalsozialistischen Professors Báumler herausgebracht, 

Wie plótzlich dieser Übergang unter Anderung der bisherigen Haltung vor sich 
ging, ergibt sich aus folgendem Sachverhalt. Der damalige Berliner Philosoph und 
Pädagoge Eduard Spranger hatte auf Ersuchen des Herausgebers einen großen 
Aufsatz ,, Umrisse der Philosophischen Pädagogik” geschrieben, der auf vier Hefte 
verteilt werden sollte. Drei davon waren in den letzten Heften des dritten Jahr- 
ganges erschienen. Der Schluß konnte im ersten Heft der nationalsozialistischen 
Ausgabe der Zeitschrift nicht mehr erscheinen. 

Mit dem Zusammenbruch stellte die Zeitschrift natürlich ihr Erscheinen ein. Ihr 
Begründer, der nach dem zweiten Weltkrieg als Professor der Pádagogik und als 
Begründer und Leiter des „Instituts für Vergleichende Erziehungswissenschaft" in 
Salzburg tátig war, konnte sie daher unter Nichtbeachtung der nationalsozialis- 
tischen Jahrgánge im Verlag Otto Müller, mit dem 4. Jahrgang beginnend, weiter- 
führen. 

Man hatte aber die Schwierigkeiten der Neuherausgabe unterschátzt. Es war dem 
Herausgeber zwar móglich, die durch Nationalsozialismus und Krieg zerrissenen 
Fäden zum Ausland hin wieder zu knüpfen. Die Bitte um Mitarbeit wurde von 
keinem der ausländischen Erziehungswissenschaftlern, an die man sich um Mit- 
arbeit wandte, ablehnend beantwortet. Aber Besatzungszonen und Valuta- 
unterschiede, die die Versendung der Zeitschrift, die Überweisung von Honoraren 
und Abonnementsgebühren zwischen Österreich, Deutschland und anderen Landern 
erschwerten, behinderten den Start auBerordentlich. 

Im 5. und 6. Jahrgang der Zeitschrift wurde, um die in der vorangegangenen Zeit 
und durch den zweiten Weltkrieg hervorgerufene mangelnde Vertrautheit deutsch- 
sprachiger Leser mit der ausländischen periodischen pädagogischen Literatur zu 
beheben, ein nach Sachgebieten geordneter ,,Index der Hauptartikel führender 
pädagogischer Zeitschriften des In- und Auslandes" aufgenommen. 

Aber trotz aller Bemühungen gelang es in den schwierigen Nachkriegsjahren nicht, 
die zur Existenz der Zeitschrift erforderliche Bezieherzahl zu erreichen. Da dem 
Verleger nicht weitere finanzielle Opfer zugemutet werden konnten, kamen Heraus- 
Beber und Verleger überein, die Zeitschrift nach dem 6. Jahrgang für einige Jahre, 
bis zur Konsolidierung aller Verhältnisse und bis zur wirtschaftlichen Erholung der 
als Bezieher in Frage kommenden Personen, ,,auf Eis zu legen." 

Im Jahre 1954 kamen der Begründer der Zeitschrift, Friedrich Schneider, und 
Martinus Langeveld mit dem ersten Direktor des Unesco-Instituts für Pádagogik 
in Hamburg, Walther Merck, überein, die Zeitschrift im Unesco-Institut als unab- 
hángiges erziehungswissenschaftliches Organ wieder ins Leben zu rufen. Dieser 
Plan wurde vom Kuratorium des Unesco-Instituts im Marz 1954 angenommen. 
Karl Bigelow, New York und Roger Gal, Paris, erklarten sich bereit, mit in das 
Herausgeberkollegium einzutreten. Die Schriftleitung wird vom Unesco-Institut 
für Pádagogik in Hamburg besorgt, Druck und Vertrieb liegen in den Handen des 
Verlages Martinus Nijhoff, Den Haag. Am 14. Januar 1955 erschien die erste Num- 
mer des ersten Jahrganges. Seitdem hat die Zeitschrift eine stándig wachsende 
Zahl an Mitarbeitern und Abonnenten in aller Welt gewonnen. 


FRIEDRICH SCHNEIDER, München 
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COMPARATIVE EDUCATION SOCIETY IN EUROPE 


Since the Conference held in London in 1961, at which the Comparative Education 
Society in Europe was launched, the work of the Provisional Officers and Constitution: 
Committee has been largely restricted to the drawing up of a Provisional Consti- 
tution for the Society and the planning of its future activities. | 

A meeting of the Provisional Officers and Constitution Committee was held at 
the Centre International d' Etudes Pédagogiques, in Sévres in May, 1962 and lasted | 
for three days. After much discussion the Committee re-affirmed the decision of the i 


Hayden, Head of the Unesco Comparative Education Division and his colleagues 
and hear of their activities. 

Applications for membership were discussed at length. The Committee agreed to 
invite a number of distinguished educators to become members of the Society before 
the next Conference, A good many enquiries about membership had been received 
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during the course of the year by the Secretary/Treasurer. The names of those 
wishing to become members were considered and on the basis of the criteria for 
membership laid down in the Provisional Constitution, some of them were accepted 
for membership. It was felt that many persons very interested in Comparative 
Education would not clearly fall into the category of members envisaged. Many 
Committee members urged that the Society should do everything possible to encou- 
ragetheir interest by arranging regional meetings. Membership, it was emphasized 
again and again, should not be restricted upon any other basis than professional 
" qualifications. Thus it was hoped that members would join from all parts of the world. 
© International organizations throughout the world have also shown interest in the 
formation of the Society — correspondence has been maintained with them. 

At the time of writing the Society has forty paid-up members. Nominal sub- 
scription is £ 1.0.0. (one pound) or its equivalent, but the Committee realized that 
if the work of the Society was to expand further discussion of an increased sub- 
scription would be necessary. The most obvious form of promoting the Society was 
thought to be a conference in the fairly near future and it was also hoped that this 
could be arranged in accordance with the principle laid down at the 1961 meeting, 
namely in 1963. 

Enquiries about the work of the Society and membership should be addressed to 
the Secretary/Treasurer, Dr. Brian Holmes, University of London Institute of 


Education, Malet Street, London, W.C. 1. 
Brian Horwzs, London 


GEGENWARTSFRAGEN DES BILDUNGSWESENS IN DER SOWJETUNION 
IM SPIEGEL DER ZEITSCHRIFT ,SOVETSKAJA PEDAGOGIKA" !) 


Schule und Erziehung im Lichte des neuen kommunistischen Parteiprogramms 

Grundsatzproklamationen über die Ziele und Aufgaben von Schule und Erziehung 
haben in einem Staat mit einer monistischen Weltanschauung und einer einzigen 
herrschenden politischen Partei von vornherein ein anderes Gewicht als schul- 
politische Manifeste in einer pluralistischen Gesellschaft mit einem Mehrparteien- 
System, So kommt auch dem neuen Programm der Kommunistischen Partei der 
Sowjetunion, das aufgrund eines am 30. Juli 1961 veróffentlichten Entwurfs vom 
XXII. Kongre8 der KPdSU am 31. Oktober 1961 angenommen wurde (Pravda, 
2.11.1961), eine ungleich größere Bedeutung zu als vergleichbaren Dokumenten in 
einem nichtkommunistischen Land. Das Parteiprogramm dient als Richtschnur 
für die geplante künftige Entwicklung der Sowjetunion in allen Lebensbereichen, 
so auch auf dem Gebiet der Erziehung und Volksbildung. Die durch die Reform- 
gesetzgebung von 1958/59 in Angriff genommene Umgestaltung des Bildungs- 
Wesens in der Sowjetunion wird dadurch in den gróBeren Rahmen des proklamierten 
»Übergangs zum Kommunismus" hineingestellt, der bis zum Jahre 1980 im wesent- 
lichen vollzogen sein soll. Dem Range dieses Dokumentes entsprechend standen die 
im Parteiprogramm niedergelegten Prinzipien im Mittelpunkt zahlreicher Abhand- 
lungen der „Sovetskaja pedagogika.” 

Der Vizepräsident der Akademie der pädagogischen Wissenschaften der RSFSR, 
N. K. Gončarov, hat in einem Grundsatzartikel (,,Die Entschließungen des XXII. 
Tie: 

1) Vgl. die Berichte in VI/1960, S. 1161f., S. 478ff, VII/1961, S. 342ff. 
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Kongresses der KPdSU und die Aufgaben der pádagogischen Wissenschaft," gp) 
11/1961) und in seinem Bericht auf der Jahreskonferenz der Akademie im Januar 
1962 (,,Uber den Plan und die Problematik der wissenschaftlichen Forschungs- 
arbeit der Akademie für 1962," S.P. 3/ 1962) die sich aus den Zielen des Partei- 
programms ergebenden Anforderungen und Probleme im einzelnen umrissen. Das 
Parteiprogramm sieht die Einführung einer obligatorischen elfjährigen Schulbildung 
für alle Kinder bis zum Jahre 1970 sowie das Nachholen einer mindestens acht- 
klassigen Schulbildung für den Teil der arbeitenden Jugend vor, der dieses Bildungs- 
minimum nicht besitzt. Biszum Jahre 1980 soll darüber hinaus, wie es im Programm 
heißt, „allen die Möglichkeit geboten werden, eine vollständige mittlere Bildung zu 
erhalten,” (d.h, elf Schuljahre in irgendeiner Form zu absolvieren). Ein solches hoch- 
gestecktes Ziel setzt neben großen finanziellen und materiellen Aufwendungen eine 
langfristige und sorgfältige organisatorische und methodische Planung und Vor- 
bereitung voraus, Gončarov erwähnte beispielsweise, daß die Lehrpläne der sowjeti- 
schen Mittelschule im Sinne eines geschlossenen elfjährigen Schullehrganges um- 
gestaltet, die allmähliche Einführung der Fünftagewoche auch von der Schule berück- 
sichtigt und eine planmäßige außerschulische Freizeitorganisation in Angriff ge- 
nommen werden müßten. Er deutete ferner an, daß man auch an ein zwölftes Schul- 
jahr denken müsse, und daß die durch die gegenwartige Reform begonnene Ver- 
schmelzung der allgemeinbildenden und berufsbildenden Schule noch weiter fort- 
gesetzt werden solle, damit die bestehenden niederen gewerblichen Berufsschulen 
ganz aufgelöst werden könnten. Hier taucht der von Gonéarov schon 1955/56 ent- 
worfene Plan einer obligatorischen kombinierten Allgemein- und Berufsbildung von 
zwôlf Jahren wieder auf, der Sogar über die Ziele des Parteiprogramms hinausgeht. 

Der Grundgedanke der sowjetischen Schulreform — die Verbindung des Unterrichts 
mit produktiver Arbeit, der allgemeinen theoretischen Schulung mit einer prak- 
tischen Berufsvorbereitung — wird durch das Parteiprogramm erneut bekráftigt. 
Allerdings ist nirgends von der extremen Form der ,,Produktionsschule” die 
Rede, wie das am Anfang der Schulreform gelegentlich der Fall war. Von der 
Mittelschulbildung wird an erster Stelle ein „sicheres Beherrschen der Grundlagen 
der Wissenschaften” verlangt, ferner die „Aneignung der Prinzipien der kommu- 
nistischen Weltanschauung" und schlieBlich eine »Arbeits- und polytechnische 
Ausbildung.” Das Akademiemitglied M. A. Mel’nikov betonte in diesem Zusammen- 
hang, daB der Erfolg der künftigen allgemeinen elfjáhrigen Schulbildung von der 
Qualitat des Unterrichts abhängen werde, und daß hier noch manche Mißstände zu 
überwinden seien. „Ein großer Mangel des bestehenden Unterrichts- und Er- 
ziehungssystems besteht darin, daß es so gut wie gar nicht den individuellen Fähig- 


beruhenden Fächern sogar ein Absinken der Kenntnisse gegenüber früheren Jahren 
festzustellen ist." Der Verfasser ließ dabei offen, wieweit sich hier die Einführung 
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a. 
des Produktionsunterrichts nachteilig auf das theoretische Niveau ausgewirkt hat. 
— Die immer wieder beschworene „organische Verbindung körperlicher und geistiger 
—Arbeit,?' die auch vom Parteiprogramm als ein Wesensmerkmal der künftigen 
kommunistischen Gesellschaft bezeichnet wird, ist für die Erziehungspraxis und die 
pädagogische Theorie kein leicht zu lósendes Problem. F. F. Korolev, Direktor 
"des Akademie-Instituts für Theorie und Geschichte der Pädagogik, hat dem 
“Thema „Die allseitige Entwicklung der menschlichen Persönlichkeit — eine sehr 
` wichtige Aufgabe des kommunistischen Aufbaus” (S.P. 7/1961) längere Ausführ- 
ungen gewidmet. Das jahrtausendealte Ideal des allseitig entwickelten Menschen 
könne, meint der Verfasser, erst in der kommunistischen Gesellschaft verwirklicht 
werden, da in ihr die ökonomischen Wurzeln der sozialen Trennung in eine dünne 
Schicht der ausschlieBlich mit geistiger Tätigkeit Beschäftigten und in die 
Masse der Handarbeiter beseitigt seien. Mit der Überwindung der traditionellen 
Formen der Arbeitsteilung durch den technischen Fortschritt (Automation) und 
«cine wachsende Freizeit würden die Voraussetzungen für die Entfaltung aller in- 
dividuellen Neigungen geschaffen und die Grenzen zwischen kórperlicher und 
geistiger Arbeit fließend werden. Man müsse zugeben, schreibt Korolev, daß auch 
"in der Sowjetunion gegenwärtig noch ein bedeutender sozialer und psychischer Un- 
terschied zwischen der „werktätigen Intelligenz" und den Arbeitern und Kolchos- 
- bauern bestehe, und daß es auch künftig Spezialisten" und nicht bloße ,,uni- 
verselle Dilettanten’’ geben werde, aber die lebenslängliche Fixierung an eine be- 
stimmte Berufsarbeit werde fortfallen und stattdessen eine größere „Disponibi- 
lität” (Marx) des Menschen eintreten. Durch die Erziehung der Jugend in- und 
außerhalb der Schule könne ein solcher harmonischer Endzustand, der die Bedürf- 
nisse der Gesellschaft und die Neigungen des einzelnen gleichermaßen erfüllt, her- 
beigeführt werden; die Erziehung zur sozialen Solidärität, die Ausbildung des 
Wissenschaftlichen Denkens, die körperliche Ertüchtigung, die ästhetische Ge- 
Schmacksbildung und nicht zuletzt die Erziehung zur ,Arbeitskultur" dienen 
diesem Ideal. 

So weit diese sozialpädagogische Utopie von der Wirklichkeit auch entfernt ist, so 
Stark gerade Unterricht und Erziehung mit näherliegenden Sorgen und Problemen 
zu schaffen haben, so wenig sollte eine kritische Betrachtung die mobilisierende 
Kraft der Utopie unterschätzen, auch wenn der ihr innewohnende pädagogische 
Optimismus, wofür manche Zeichen sprechen, nicht mehr ganz ungebrochen ist, 
und das herrschende rationalistisch-positivistische Weltbild gerade von der Jugend 

nicht immer akzeptiert wird. Die Staatsführung jedenfalls kann mit dem ständ- 
_ igen Hinweis auf die Utopie als auf ein erreichbares Ziel die Bevölkerung zum 
J Einsatz anspornen und der Padagogik ein Ziel setzen, das sie der schwierigen 

eigenen Suche nach einer Sinngebung weitgehend enthebt. 
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Neue Wege des Fremdsprachenunterrichts 
"Im Jahre 1961 wurde die 1959 begonnene Überprüfung und Neugestaltuni dug 
einzelnen Unterrichtsfächer auch auf den fremdsprachlichen Unterricht in den 
SOwjetischen Schulen und Hochschulen ausgedehnt. Eine am 27. Mai 1961 vom 
Ministerrat der UdSSR verabschiedete Verordnung Über die Verbesserung des 
P Temdsprachenunterrichts (Pravda, 4.6.1961) unterzog die bisherigen Leistungen 
auf diesem Gebiet einer strengen Kritik und verkündete eine Reihe von MaB- 
Rahmen, die im Laufe der nächsten Jahre eine beträchtliche quantitative und 
À Qualitative Verbesserung bewirken sollen. Ein redaktioneller Artikelim Februarheft 


d 


D 
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4,530 Mill. (= 32,7%), Franzósisch 1.049 Mill. (— 7,6%), ,, sonstige" 8.000 (= 0,06%), | 
Insgesamt unterrichteten rund 87.000 Lehrer eine der genannten Sprachen. In der 


weniger schwierigen Text verstehen kann.” („Man muß die Fremdsprachen gründ- 
lich lernen," S.P. 2/1961). V.S. Cetlin führt eine Reihe weiterer Gründe für die 


?) Von den Fremdsprachenlehrern besaBen eine Hochschulbildung: Englisch- 
lehrer — 82,6% in den Klassen 5-7, 94,6% in den Klassen 8-11; Deutschlehrer - 
47,9% in den Klassen 5-7, 82,2% in den Klassen 8-11; Franzósischlehrer — 77,7% 
in den Klassen 5-7, 83,5%, in den Klassen 8-11. Narodnoe chozjajstvo 1960, S. 758. 
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sind - in zwei Gruppen geteilt werden, um einen intensiveren Unterricht zu er- 
môglichen. Die Beschäftigung mit der fremden Sprache auBerhalb des normalen 
Unterrichts (in Arbeitsgemeinschaften, auf literarischen Abenden usw.) soll eben- 
falls verstärkt werden. 

Auf weitere Sicht ist auch eine Neuverteilung des Anteils der einzelnen Fremd- 
sprachen im Schulunterricht und im Hochschulstudium geplant; die beherrschende 
Stellung des Deutschen soll zurückgedrängt und der Anteil der beiden anderen 
westlichen Sprachen erhöht werden. Noch interessanter ist die beabsichtigte Ver- 
stärkung bzw. Einführung anderer fremder Sprachen, vor allem des Spanischen, 
Arabischen, Chinesischen und der Hindisprachen. Als Begründung hierfür wird 
einmal „das Alter, die Mannigfaltigkeit und die Bedeutung der östlichen Kulturen” 
angegeben, die der des Abendlandes nicht nachstünden, und zum anderen das akute 
praktische Bedürfnis, über Menschen zu verfügen, die bei der zunehmenden welt- 
politischen Bedeutung der asiatischen und südamerikanischen Länder deren 
Sprache beherrschen. 

Bei der Verwirklichung dieser langfristigen Pläne fällt einer neuen Schulform, der 
Mittelschule mit verstärktem Fremdsprachenunterricht, eine besondere Aufgabe zu. 
Derartige Schulen sind im Jahre 1948 geschaffen und stetig ausgebaut worden !). 
Der Unterricht in einer Fremdsprache beginnt dort bereits in der II. Klasse; von 
der VIII. Klasse an werden auch andere Fächer (z.B. Geographie, Geschichte) in 
der fremden Sprache gelehrt. 1961/62 gab es auf dem Territorium der Russischen 
Sowjetrepublik 63 Mittelschulen und 39 Internatsschulen dieser Art; ihre Zahl 
wächst beständig weiter, Die Verordnung des Ministerrats der UdSSR vom 27. 
Mai 1961 kündigte eine Erhöhung der Zahl dieser Schulen auf 700 im Jahre 1965 
an. In Moskau wurden daraufhin schon am 1. September 1961 elf normale Mittel- 
schulen in Spezialanstalten dieses neuen Typs umgewandelt 2). Darüber hinaus gibt 
es einige Internatsschulen, in denen der fremdsprachliche Unterricht besonders ge- 
pflegt wird (z.B. die Internatsschulen Nr. 14 und 19 in Moskau, Nr. | und 12 in 
Leningrad). Diejenigen Internatsschulen, die über besonders geeignete Lehrkráfte 
verfügen, übernehmen den Lehrplan der Schulen mit erweitertem Fremdsprachen- 
unterricht. 

Die Maßnahmen zur planmäßigen Heranbildung einer in einer ausländischen 
Sprache versierten Schicht der sowjetischen Intelligenz entspringen sicherlich in 
erster Linie politischen Motiven; die Weltmachtstellung der Sowjetunion und ihre 
internationalen Beziehungen verlangen für den diplomatischen Dienst, den Handels- 
verkehr und die wissenschaftliche Forschung heute in weit stärkerem Maße als 
früher Menschen, die mindestens ine fremde Sprache gut beherrschen. Daß die 
Schulen mit verstärktem Fremdsprachenunterricht gleichzeitig eine bevorzugte 
Aufstiegschance in die sowjetische Oberschicht eröffnen, liegt klar auf der Hand, 
Der Staat trägt diesem sozialen Prestigebedürfnis auch dadurch Rechnung, daß er 
die Erteilung eines zusätzlichen fremdsprachlichen Unterrichts auf Kosten der Eltern 
bereits im Kindergarten und in den Anfangsklassen der Normalschule gestattet. Der 
Grundsatz der Schulgeldfreiheit wird damit an einer bezeichnenden Stelle durch- 
brochen. 

EN Reihe von Fáchern 

1) Vgl. ür die Mi mit Unterricht in einer Reihe von F 
in BL EE 163 1987. Sbornik prikazov i instrukcij Ministerstva 


brosvestenija RSFSR, 1957, Nr. 20, S. 11-13. ` , 
Beschluß de Moskauer "Stadtsowjets vom 18.7.1961. Bjulleten’ Ispolkoma 
Moskovskogo gorodskogo Soveta, 1961, Nr. 17 (473). 
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Von besonderem pädagogischen Interesse sind zweifellos die in einigen sowjeti. 
Schen Stádten schon seit mehreren Jahren durchgeführten Versuche eines Fremd- 
Sprachenunterrichts im Vorschulalter. Uber die Erfahrungen an drei Leningrader 
Kindergarten berichtete V.S. Ginzberg „Erfahrungen im Fremdsprachenunterricht 
mit Kindern im Vorschulalter," S.P. 5/1960). Im Unterschied zu ähnlichen Ver- 
suchen in Moskau, in denen die fünf- bis siebenjährigen Kinder schulmä fig unter- 
richtet wurden, ging man in Leningrad von gemeinsamen Spielen, Liedern und 


Der Abend- und Fernunterricht 

Das Schulgesetz von 1958 und das Parteiprogramm von 1961 hatten in gleicher 
Weise die Bedeutung der Ausbildung ohne Unterbrechung. der Produktionsarbeit 
unterstrichen und den verschiedenen Formen des Abend- und Fernunterrichts eine 
wachsende Rolle im Bildungswesen der Sowjetunion zugewiesen. Folgende Zahlen 
vermitteln eine Vorstellung von dem hohen Anteil dieses Ausbildungsweges am 
Sowjetischen Hochschul- und Schulsystem: Im Studienjahr 1960/61 studierten von 
insges. 2,396 Mill. immatri ulierten Studenten 995.100 auf dem Wege des Fern- 
Studiums und 244.900 als Abendstudenten (— 51,895); von den 2,060 Mill. Fach- 
Schülern waren 598.500 Abend- und 370.200 Fernschüler (— 47%); im Bereich der 
allgemeinbildenden Schulen zählte man 2,770 Mill. Schüler in berufsbegleitenden 
Abend-, Schicht- und Fernschulen, die eine der achtklassigen oder elfklassigen 
Mittelschule entsprechende Schulbildung vermitteln — ihre Zahl soll bis 1965 aut 


Während das Abend- und Fernstudium an den Hochschulen und Fachschulen seit 
fast 25 Jahren besteht und über Teiche Erfahrungen verfügt, steht der Ausbau des 
Abend- und Fernunterrichts auf der Stufe der , mittleren Bildung" vor neuen Auf- 
gaben und Problemen. In den Beitrágen der Direktorin des neuerrichteten Instituts 
für die Abend- (Schicht-) und Fern-Mittelschulen, V. M. Korsunskaja, (,,Alltags- 
probleme der mittleren Abend- und Fernausbildung von Erwachsenen," S.P. 
2/1961), und des Akademiemitglieds D. 4. Epstejn (,, Uber Maßnahmen zur Verbes- 
serung der Abend- und Fernausbildung,” S.P. 9/1961) kommen diese Fragen aus- 
führlich zur Sprache. Die aus den 1944 Begründeten Schulen der Arbeiter- und 
Landjugend und den Schulen für Erwachsene hervorgegangenen allgemeinbildenden 


Schule besucht haben, zum Nachholen einer achtklassigen Schulbildung; 2) vermit- 
teln sie in ihren Oberklassen (9-11) eine abgeschlossene Mittelschulbildung mit der 
Berechtigung zum Hochschulstudium; 3) tragen sie zur ,Erhóhung der Pro- 


1) Narodnos chozjajstvo SSSR 1960, S. 751, 773f. 
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duktionsqualifikation” bei. Sie sind also Anstalten der nachholenden Elementar- 
bildung, eines „Zweiten Bildungsweges” zur Hochschule und der beruflichen Fort- 
bildung in einem. Aus diesem mehrfachen Zweck entsteht eine Reihe von Schwierig- 
keiten organisatorischer und pádagogischer Art, die auch auf einer im Juni 1961 
abgehaltenen Gesamtrussischen Konferenz in Moskau erórtert wurden (Konferenz- 
bericht S.P. 9/1961). 

Bereits die sehr unterschiedliche Alterszusammensetzung der ,,Schüler’’ (von 16 
bis 40 Jahren) und deren ungleichmäßiger Bildungsstand werfen nicht leicht zu 
lósende Probleme auf (Ch. J. Lipkina — A. M. Orlova: Die Zusammensetzung der 
Schüler der Abend- (Schicht-) Schulen und ihre Einstellung zum Lernen. S.P. 2/1961). 
In einer Anzahl von Abendschulen wurden z.B. besondere Klassen für áltere und 
berufserfahrene Teilnehmer gebildet, die in einem zweieinhalbjahrigen Lehrgang 
den Unterrichtsstoff der 5.-8. Klasse bewältigen konnten. Im Schuljahr 1961/62 
wurde auch mit der Erprobung neuer Lehrpláne begonnen, die den besonderen Be- 
dürfnissen dieser Schulart Rechnung tragen und auf einer Facher- und Stoff- 
konzentration beruhen. Auch die bisher noch als unbefriedigend empfundene Lehr- 
buchfrage soll durch die Herausgabe spezieller Lehrbücher, die das Alter und die 
größere Selbständigkeit der Abendschüler berücksichtigen, gelöst werden. Im 
Mittelpunkt der methodischen Erérterungen, denen mehrere Beitráge in der S.P. 
(2/1961) gewidmet sind, stehen die selbstandige Arbeit der Schüler, die rationelle 
Gestaltung der Unterrichtsstunde, das Problem der Leistungskontrolle und der 
Prüfungen sowie die enge Verbindung des Lehrstoffes mit der beruflichen Arbeit 
der Teilnehmer. Aus den Untersuchungen der Akademieinstitute geht hervor, daß 
die entscheidenden Motive für den Besuch einer Abend- oder Fernschule im beruf- 
lichen Aufstiegswillen wurzeln. In einer Anzahl von Betrieben ist man sogar dazu 
übergegangen, von den Arbeitern den Nachweis eines bestimmten Bildungs- 
minimums zu verlangen (z.B. mindestens sieben Schuljahre). Wenn es sich um 
Großunternehmen handelt, so gehören die Abendschulen unmittelbar zum Betrieb, 
und Techniker und Ingenieure werden zum Unterricht herangezogen. (0. F. 
Fedorova: Einige Fragen der Erhöhung der Produktionsqualifikation an den 
Abend- (Schicht-) Mittelschulen. Sp. 2/1961). Anh 

Neben solchen Betriebsschulen und den ,,Bezirks-Abendschulen,” die einen 
bestimmten Stadt- oder Landbezirk versorgen, gibt es auch besondere Fern- 
Mittelschulen und Fernunterrichtsabteilungen an stationáren Tages- oder Abend- 
Mittelschulen. Sie sind in erster Linie für Personen bestimmt, die aus beruflichen 
Gründen oder wegen ihres entfernten Wohnsitzes eine Abendschule nicht regelmäßig 
besuchen können. In der RSFSR gab es im Schuljahr 1960/61 145.900 Fernschüler. 
Über die dreijährige Erfahrung einer kombinierten Tages- und Fern-Mittelschule 
im Eisenbahnbezirk Leningrad berichtete P. S. Lebedev (,,Tages- und Fernausbil- 
dung,” S.P. 10/1961). Diese Schule betreute in 32 Konsultationspunkten rd. 3.000 
Eisenbahner, von denen die meisten weniger als sieben Jahre die Schule besucht 
hatten. Bei einem relativ niedrigen Prozentsatz von vorzeitig Ausgeschiedenen 
(6,5%) absolvierten im Jahre 1961 638 Personen die VII. und 323 die X. Klasse. 
Dieses günstige Resultat wird vor allem der ausgewogenen Verbindung von mer 
Unterrichtsformen zugeschrieben: 1. der Gruppenkonsultation im Klassenverband, 
2. der individuellen Konsultation, 3. der selbständigen Arbeit der Schüler, 
E der Prüfung in Form eines Kolloquiums. Im Unterschied zu den Abendschulen 
bietet der Fernunterricht nach Meinung des Verfassers zahlreiche Vorteile: „Das 
kombinierte Tages- und Fernunterrichtssystem stellt die elastischste Form der Aus- 
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bildung dar. Es bietet die Möglichkeit, an einem beliebigen Punkt, unabhüngig von 
der Zahl der Schüler, den Unterricht zu organisieren. Die Zeit des gleichzeitig in der ` 
Produktion beschäftigten Schülers wird ókonomisch und rationell genutzt: im 
Vergleich zur Abend- (Schicht-) Schule entfállt nur halb so viel Zeit auf den Unter- 
richt in der Schulklasse.” Die individuelle Beratung und Anleitung durch den Lehrer 
und die größere Selbständigkeit beim Lernen würden dem Alter und der Berufs- 
erfahrung der Teilnehmer besser entsprechen als der übliche Abendunterricht. 

Es ist damit zu rechnen, daB dieser noch in den Anfängen steckende Zweig des 
sowjetischen mittleren Schulwesens, der den Bedürfnissen eines großräumigen 
Landes besonders entgegenkommt, eine weitere Entfaltung erleben wird, ähnlich 
wie das schon beim Fern- und Abendstudium an den Hochschulen und mittleren 
Fachschulen seit langem der Fall ist. 

OSKAR ANWEILER, Hamburg 
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Cycle d'Observation 

L'introduction du Cycle d'Observation dans l'enseignement frangais a soulevé 
maints problémes d'ordre pratique. Aussi sommes nous gré aux Cahiers pédagogiques 
qui, dans un fascicule entiérement consacré à ce sujet (“Le cycle d'observation" 
Cahiers n°. 33, mars 1962), relatent différentes opinions et témoignages des en- 
seignants dans le souci de trouver les meilleures solutions pédagogiques et édu- 
catives. 

Ce n’est pas un commentaire des instructions officielles. C’est plutôt une tribune 
libre où “des tendances diverses, des interprétations variées se font jour." 

Les articles groupés dans ce numéro portent sur l'orientation (c'est-à-dire la. 
technique d'orientation), les relations avec les parents, le travail dirigé, les travaux 
scientifiques expérimentaux. 

Si certains auteurs s'enthousiasment pour le Cycle d'Observation, il y en a pour 
qui il n'est qu’ “un mythe," ou qui sont franchement désorientés. 

De la diversité d’opinions, le lecteur pourra faire un tour d’horizon aussi riche que 
nuancé, 

Si certains points du Cycle d'Observation sont discutables, d'autres présentent un 
apport positif ne serait-ce que sa contribution au climat psychologique “favorable 
à l'orientation des enfants souvent hésitants à la croisée des chemins.” 

Cependant, le “trimestre d'observation est . -. une des modalités à rejeter dès que 
Possible comme insuffisante et illusoire" et qui peut plutôt ''traumatiser" l'élève. 

Il faut aussi distinguer, comme le souligne à juste titre un des professeurs, 
"l'orientation et la sélection.” 

“Entre le classique, le moderne, le technique, c'est d'orientation qu'il s'agit: ce 
sont trois branches de l'enseignement long. Mais, s'il existe un enseignement court, 
entre lui et l'enseignement long, c'est une sélection qui est en jeu. Or, nos structures 
scolaires actuelles, méme révisées par la "réforme de 1959" ne paraissent pas 
constituer un cadre favorable pour cette double opération. Sélection et orientation 
sont maintenant pratiquées en méme temps dans les deux années du cycle d'ob- 
servation. La sélection, plus facile à opérer a toutes les chances de prendre le pas.” 

De nombreuses voix s'élèvent en faveur de l'indépendance du Cycle d'Observation. 
Voici quelques exemples: 
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- “tant que le cycle d'observation ne sera pas indépendant des enseignements 
primaire et secondaire, il restera lettre morte, et ne jouera pas le réle qu'on veut lui 
faire jouer.” 

- “le cycle d'observation ne remplira son rôle que le jour où il formera un cycle à 
part, où il n'y aura pas les sixièmes et les cinquièmes du lycée (classique) ..., les 
sixièmes et les cinquièmes du lycée technique, les sixiémes et les cinquièmes des 
colléges d'enseignement général, mais un établissement indépendant recevant tous 
les enfants, et les répartissant, au bout de deux ans, entre le lycée classique, lelycée 
technique, les collèges, les écoles primaires. 

nm... la réforme, (poursuit plus loin le méme auteur), ne sera vraiment faite que 
le jour où l'on aura créé partout, comme c'est le cas, ... à Saint-Nazaire, un cycle 
d'observation constituant un établissement distinct.” 

Il ressort de ces différentes positions et propositions que les difficultés sont encore 
loin d'étre applanies dont la plus grave concerne la recherche des aptitudes, Néan- 
moins, la diversité de l'orientation que l'on constate, est de bonne augure. 

Le lecteur pourra aussi se rendre compte combien ces inquiétudes des en- 
seignants, des parents, des psychologues, sont profitables et fructueuses à la réforme 
et plus particuliérement au cycle d'observation. 

Car si ce dernier suscite des critiques, il ne manque pas non plus d'éléments 
positifs: "effectifs réduits, conseils de classe, contacts avec les familles — dont il 
faudrait absolument respecter l'esprit.” 

Mais quelle que soit la position de l'enseignant, enthousiaste ou réservée, le souci 
majeur porte sur l'éléve. Il faut qu'on s'occupe de lui davantage en tant qu'individu. 
Il faudrait aussi que l'enseignement soit moins impersonnel: “... l'observation de 
l'enfant doit étre conduite en fonction, non seulement des études qu'il suit actuel- 
lement, mais encore de celles qu'il pourrait entreprendre.” 

D'autres remarques portent sur le travail dirigé “une des caractéristiques les 
plus importantes du cycle d'observation pour les uns," "danger" pour les autres 
A craignent “que le travail dirigé ne contribue à faire perdre aux élèves le sens de 
"effort." 

“S'il est vrai, écrit une des enseignantes, que l'école primaire doit, au premier 
Chef, monter dans l'esprit de l'enfant des mécanismes de base, le but du cycle d'ob- 
Servation, et spécialement de la sixiéme, me parait étre, avant tout, de donner à 
l'élève l'inquiétude de l'ignorance, sans laquelle toutes les nourritures qu'on lui 
Offrira seront dépourvues d'efficience réelle.” 


Equilibre des études 


Un autre fascicule, chronologiquement précédent, de l; 
Sur l'organisation générale de l'enseignement secondaire ( 
Cahiers pédagogiques no. 32. Janvier 1962). 

C'est aussi un "cri d'alarme" devant la constatation de l'état de choses de 
l'enseignement actuel. “L'équilibre des disciplines, écrit François Goblot, rédacteur 
des Cahiers, est parfaitement réalisé dans le système actuel: c'est l'équilibre des 
Paralyses.” Së 

"... (Le) mal que nous dénonçons, dit-il, n'est-ce pas plutót un ui d'équilibre 
entre les diverses disciplines qui forment l'enseignement? Chacune d'elles est une 
entité abstraite, et aussi un groupe tout à fait réel de spécialistes, organise of- 
ficiellement et officieusement — corps sinon de l'Etat, du moins de l'Université. 
Entre ces entités et ces groupes, on veut tenir la balance égale; ne pouvant les 


a méme revue est centré 
“L'équilibre des études.” 
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épargner tous, on s’arrange au moins pour distribuer également les sacrifices. On 
arrive ainsi 4 un équilibre, mais c’est celui dans lequel sept ou huit forces S'appli- 
quent à un objet qui reste immobile parce que l'action de chacune de ces forces est 
neutralisée par celle des autres." 

Devant la multitude des problémes soulevés par différentes disciplines en- 
seignées, ce Cahier apporte au lecteur autant de points de vue que de solutions, 
Dans l'ensemble, ces suggestions en vue de servir une “réforme ultérieure" ou des | 
"réformes partielles” sont très instructives et reflètent bien le climat des entretiens " 
au cours des Congrès des Cahiers à Strasbourg et à Sèvres. 

D'ailleurs, le problème de l'équilibre des études ne se pose pas uniquement en 
France, comme le prouvent les témoignages des pédagogues étrangers (allemands, 
anglais, espagnols) sur les colonnes de la méme revue, 

Les mémes questions, les mémes soucis préoccupent les enseignants, dont la \ 
formation des maitres est un des soucis majeurs. (Il parait qu'un vent nouveau et 
bienfaisant souffle sur les candidats au CAPES!) 

En faisant le procés des disciplines diverses, ce fascicule souléve maints problémes 
théoriques et surtout pratiques, familiers de tous les jours aux enseignants A tous 
les degrés. 

En somme, "toute discipline ... présente un intérét au moins égal à celui des 
autres disciplines." Mais si l'on prend comme critére l'utilité d'une discipline, elle 
revét un aspect relatif, étant liée au besoin “de tel ou tel type de spécialiste pour la 
nation." Seulement, comme l'a fait remarquer Gaston Berger, "sous prétexte que 
les connaissances se développent sans cesse, on a démesurément gonflé les pro- 
grammes, jusqu'à compromettre dans certains cas l'équilibre physiologique des 
élèves.” 

Par ailleurs, un des auteurs remarque que “‘l’idée de l'adulte cultivé, s'est trans- 
formée au cours de l'histoire et une évolution paralléle s'est produite dans le plan 
des études — avec le décalage parfois vraiment excessif que l'Université entretient 
depuis toujours entre ses Structures et la civilisation contemporaine." 

Et, poursuit-il ailleurs, ... “les programmes sont plus ou moins abondants, mais 
le nombre des disciplines enseignées et les méthodes utilisées sont les mémes pour 
tous. ... Le professeur spécialiste a beau faire de son mieux avec Vhoraire qu’ila, es- 
sayer d'adapter son enseignement à ses éléves, modérer ses ambitions: tant qu'il reste 
dans le rapport professeur-élève, il ne peut vraiment comprendre la situation de 
l'élève éparpillé entre des disciplines très diverses et trop nombreuses, dont aucune 
ne dispose d'assez de temps pour produire ses effets positifs.” 


répartition en journées. 
Des solutions intéressantes pour l'élève et pour le maître invitent à des confron- 
tations pédagogiques avantageuses pour tous. 


L'enseignement et les handicapés 
Si l'enseignement des enfants valides pose maints problémes, celui des handicapés 


posés par les adolescents Poliomyélitiques” dans un numéro spécial de la revue 
Enfance (no. 4-5, octobre-décembre 1967 s.t. ‘‘Réadaptation et Psychologie des enfants 
et adolescents poliomyélitiques”) entièrement consacré à ces questions. 
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Ici, le probléme est d'autant plus compliqué que l'enfant a subi un choc psycho- 
physiologique, qu'il est plus fatigable, donc plus vulnérable, qu'il a une tendance 
plus accusée à se replier sur lui-méme. A cela s'ajoutent d'autres questions, comme 
par ex. l'organisation matérielle des locaux, l'organisation de l'enseignement, parfois 
changement d'orientation et, ce qui prime avant tout, l'attitude et la compréhension 
de la part de l'enseignant lui-méme. 

On connait suffisamment les méfaits de l'hospitalisme, aussi (et surtout dans le 
cas des polios) les difficultés d'adaptation à l'enseignement du second degré ou à 
l'enseignement technique, chez les enfants et les adolescents poliomyélitiques, sont 
beaucoup plus accentuées que chez les enfants valides. D'autre part, “la rééducation 
... représente une fatigue supplémentaire pour les élèves.” 

Aussi, “le véritable probléme à résoudre, compte tenu des impératifs médicaux 
qui peuvent difficilement étre modifiés, est donc une meilleure adaptation de l'en- 
seignement aux conditions de scolarisation de nos poliomyélitiques. Le probléme, 
c'est d'augmenter encore le rendement du travail scolaire en diminuant la fatigue." 

D'autres articles apportent une intéressante contribution sur le róle du psycho- 
logue dans la polio, róle, dont l'intérét est centré davantage sur le malade et sa 
psychologie que sur la maladie elle-méme. (Les tests révélent d'ailleurs une psycho- 
logie trés nuancée des malades). “La poliomyélite ne frappe pas les fonctions 
intellectuelles.” Aussi, "ce n'est pas assurément la maladie elle-même, remarque 
Mme Gratiot-Alphandéry, qui constitue une entrave au développement intellectuel: 
ce sont les limites qu'elle impose.” 

Un autre chapitre est consacré aux rééducateurs et à la rééducation du malade. 
Les problémes tels que: l'attitude du malade vis-à-vis de son infirmité (qui déter- 
mine une mentalité différente d'autant plus accusée qu'il s'agit de filles par rapport 
aux garcons), le comportement parental vis-à-vis des enfants hospitalisés, sont 
délicats. Aussi, la nécessité d'une collaboration étroite des parents, psychologues, 
médecins et rééducateurs s'avère nécessaire et "d'autant plus indispensable que 
l'enfant est petit.” 


Toujours dans le domaine de la rééducation signalons aux rééducateurs (et tout 
particulièrement à ceux de la parole) un très intéressant article du dr. Tomatis dans 
la Revue musicale (n° spécial consacré aux travaux de médecins à propos de musique, 
n°, 250, 1952) qui explique les causes des difficultés des bègues et des gauchers, chez 
qui “tout est compliqué," ... “par la nécessité de redresser à tout instant iur 
"image auditive,” ce qui permet de comprendre mieux “leur lenteur d'intégration. 

Les schémas accompagnant cet article illustrent les différences entre une audition 
commune, normale et musicale et amusicale. Les remarques sur la nocivité du bruit 
à l'audition, sur l'évolution du langage, intéresseront aussi les pédagogues. ; 

“Dans un autre ordre d'idées, souligne l'auteur, au cours de notre expérimentation, 
il nous a été donné d'établir avec précision les bandes de sélectivité propres aux 
différentes nationalités, bien caractéristiques et, de ce fait, nous avons été conduits 
à songer qu'il existait des adaptations de l'audition au milieu ambiant, no S 
aux impédances de l'air ambiant. Il y a là un facteur ethnique à retenir E 

ll est certain que ce genre d'études ne peut que contribuer à l'enrichissement 
de la "sociologie du langage, à l'étude de la vie et de la mutation des mots, aux 
relations humaines, en somme à toute l'information.” 

D'autres articles de la même revue que nous recommandons globalement au 
lecteur, renferment des observations judicieuses sur la musicothérapie (aujourd'hui 


tamment 
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et jadis) et sur les effets de la musique elle-même sur l'homme, afin de le rendre “un 
peu plus humain." Mais laissons au lecteur lui-même le plaisir de réfléchir à ces 
questions. 

BARBARA MAGIERSKA, Paris 


TEACHING SCIENCE AS A WAY OF LIFE 1) 


The usual teaching of science results in the pupils’ learning a few isolated facts 
about natural phenomena: plants and animals, the earth and water, the stars, etc. 
Not long ago I observed two classes — one in the fourth grade and another in the 
sixth grade — in which the teachers taught science on the blackboard, The first 
taught the making and use of compost for fertilizer by drawing a rectangular figure 
on the board and giving a lecture on it. Then he concluded: “Bury your garbage here 
and in six months you will have the best fertilizer in the world for your beans and. 
corn,” 

The other teacher tried to teach what happens to the water after a rain, He also 
drew the likeness of rain dropping on the ground by making such signs as these!!! 


as an abstract discipline, and in Particular: to provide scientific bases for the 
practice of health habits, of safety, of food production and of nutrition. 

They did this by following a number of Steps, among which are: 

1. Observing everyday life situations in the school and in the homes and neigh- 
borhood of the pupils in order to lead them and through them, their parents, to 
realize that dealing with each one, €.g., Cultivating vegetables, could be more easily 
and effectively done by the application of simple scientific principles. 

2. Setting up of simple experiments, Providing the necessary materials, making 
and recording observations systematically, writing up the results, and drawing up 


3. Working out practical applications of the conclusions drawn in the school and 
in the homes of the pupils and going ahead with the implementation of decisions 
made or agreed upon, i.e., cultivating, watering and mulching plants. 

4. Assessing and evaluating the achievement of the pupils in terms of under- 
standing of principles, ability to think critically, and effective performance. 

5. Following up in the school and in the homes of the pupils the implementation 
of decisions made or agreed upon. 


1) The writer, who is Dean of the Graduate School and Director of Curriculum 
Development of the Philippine Normal College, was for eleven years connected 
with Unesco in Paris as specialist in teacher training and curriculum development. 
He has traveled widely and observed teachers at work in different parts of the 
world. 
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It is believed that teachers teaching science this way have a better chance than 
using bookish methods to help boys and girls to improve their ways of living. 


I. Science and Food Production: Grade I 1) 

Mrs. Baybayan had her Grade I pupils observe informally plant and animal life 
in the school compound and in two homes in the neighborhood in order to lead them 
to realize that there are certain principles which govern the life and condition of 
each one. Examples: plants grow well if watered regularly; the water will sink to 
the roots where it is needed by the plant if the soil is cultivated; and the moisture 
will stay longer if the plants are mulched. j 

Mrs. Baybayan and her class observed the condition of the soil at the foot of three 
small lime trees which they treated as follows five days before: Tree A was watered 
without touching the soil; tree B was first cultivated and then given the same 

p amount of water as tree A ` tree C, besides being cultivated and watered (sameamount 
of water), was mulched (the watered surface was covered with grass cuttings). 

The pupils noted, with very great interest, the results as follows: Tree A’s ground 
was very dry and hard; Tree B's was dry on top but was still soft, and the ground 

^ was moist a few inches below the surface; tree C's was soft and was still wet. 

They then concluded as follows: ‘‘Cultivate before watering and cover the soil 
with grass cuttings, banana leaves or coconut husk to keep the water from ‘flying 
away.” . 

When the teacher showed the pupils the plants around, they said: “All these 
plants must be cultivated, watered and covered to keep the water from flying away.’’) 
_ Forthwith, they cultivated, watered and mulched some of them. 
Í. Mrs. Baybayan then took her class to a lot in the neighborhood where an old 
woman did cultivate and water her garden in which grew ''anis" (a condiment), 
ampalaya (bitter melon), and “papa-it” (a bitter leafy vegetable which Filipinos 
in Northern Luzon eat a great deal). The pupils noted that the ground was drier 
where it was exposed to the sun completely and ‘‘wetter’’ where it was covered by 
the “papa-it”, which served as “mulch” for the “anis.” 

"What should you do or tell your father to do in your garden to keep the water 
from flying?" Mrs. Baybayan asked her class. The pupils said in a chorus: “Culti- 
vate, water, and cover the ground around the plants.” 

Mrs. Baybayan said she would go around to the pupils' homes to see for herself. 
In the meantime she said she would call on volunteers to tell in class later on who 
among them cultivated, watered and covered the ground around their plants. She 
Would also, she added, have her pupils visit another and tell in class what their 
Classmates did in their home lots to water, cultivate and mulch the trees and other 
plants, 


II. Teaching the Pupils, by Demonstration, how to Use the Toilet and Keep it Clean: 
Grade IV 2) 

After two generations of teaching the pupils in public and private schools to use 
the toilet, little progress had been made. With few exceptions, toilets in school 


Compounds leave much to be desired. ` 
Again, this is not peculiar to the Philippines. The fact is that in many parts of 


a 


d Teacher: Mrs. Monica B. Baybayan. 
) Teacher: Mr. Pedro Figuracion. 
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Europe and rural America school toilets are as bad and, in some cases, very bad, 

The reason for this situation is easy to understand. Principles of health and 
Sanitation are, for the most part, taught book-wise, little effort being made to 
demonstrate these principles, let alone follow up their application in the school toilet: 
and in the home toilets of the pupils. 

In fact, the toilets of teachers in the school compounds (where there are separate 
ones for them) are as dirty and foul as the pupils' toilets. 

District II of Urdaneta made an effort recently to deal realistically with this 
problem, which is only the beginning of a vigorous program designed to teach the 
pupils how to apply the principles of health and sanitation which are taught them 
in their classes. 

There are two phases to this effort, as shown by Mr. Figuracion, Grade IV teacher: 

First, the use of the urine for watering flowering plants, such as voganvilla, was 
demonstrated. The urinals for boys were so constructed that the urine flowed into 
a container which was provided with handles. The demonstration, which was done | 
by the teacher first followed by two pupils, showed how to dilute the urine (one part 
urine and three or four parts water) before the solution was applied to the pots of. 
voganvilla that were provided. This step immediately reduced the foul odor in the 
toilet by 95%. The urine, once a negative quantity was now regarded and used 
as a resource by the pupils in Lananpin Elementary School. In due course, the girls’ 
urine will likewise be conserved and utilized. 

Second, demonstrations were held in the proper use of the toilet, separate 
demonstrations being held for boys and girls. The boys and girls were shown the 
steps to follow when using the toilet, namely: 

1. Unbuttoning the pants (boys) or lowering them (girls). 

2. Wiping the seat (if soiled) with a piece of paper or banana leaf (if no paper 
was available) before sitting on it. 

3. Or, ifitisa squatting toilet, which most school toilets in the Philippines are, ` 
placing the feet so that the faeces would not drop in the wrong place. i 

4. Crumpling the paper or banana leaf (to make it most effective for wiping 
oneself). T 

5. Holding the paper and applying it to avoid touching the faeces. 

6. Pouring water (or flushing) over the toilet and throwing the paper in a can 

and covering the can. 

7. Covering the seat. 

8. Buttoning the pants (boys) or raising them up (girls). 

9. Washing the hands and drying them in the air. 

10. Looking over the toilet to see that it is Clean before leaving. 

Demonstrations were not to be the end however. There would be follow-up later 
of the proper use of the toilets for as long as may be necessary to establish the 
proper habits. The pupils developed a chart in which they listed several criteria for. 
judging whether or not the toilet is Clean, such as those listed below. 

After recess in the morning and after classes in the afternoon pupils will take turn ` 
to check the toilets: the boys checking their toilet, and the girls checking theirs. M 
They will then make the appropriate entries in a chart provided on the wall of each 
toilet. The chart will look like this: $ 


Ed 
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Condition of Date of Checking (March) 
vue 1 ER Teen: 
! 1. Smells bad . .......... Yes | Yes Bad 
- 2. Seats and floor wet or 
iw Eee Wet | Very Dry 
3. Seat with faeces ...... Lots | Yes None 
"4, Paper can covered .... | No | No Yes 
5. Water for washing a- | 
valable ..:.. 209 None | None None 
Initial of Checker ..... E.C. | R.M. M.R. 


The checking will continue until the toilets are clean, dry, and free from foul odor. 
In the opening exercises in the morning the various classes will hear reports by the 
> checkers on the condition of the toilets the day before. ‘Rubbing it in’ each time 
; might help. Time will tell. 

|». Itis too early to say what will happen, but it would seem reasonable to expect the 
condition of the toilets to improve gradually.!) This problem will be solved only by 
“every one in the school knowing how to use the toilet, using it properly, and leaving 
as clean as one found it. It may take weeks and months, but it must be done! The 
rnative is obvious enough. 
_ It goes without saying that the teachers will show by what they do that they are 
r ally leaders of their pupils in this respect. 
f 
LT. Teaching Conservation of Food Values in Rice and Beans: Grades II and VI ?) 


_ Home economics has been taught in Philippine schools for fifty years. There has 
deen significant progress with respect to the upkeep and decoration of the living room 
-it is generally the cleanest part of the house and is better furnished than all the other 
Tooms, 
' Two phases of everyday life in the Philippines have not been improved signifi- 
cantly: food preparation and the fastening of the mosquito net, where one is 
available. The fastening and unfastening of the mosquito net is nearly always an 
ordeal, Generally there are no strings to be found and so anything will do including 
" handkerchiefs, belts, etc. The mosquito net string is strung with knots which 
_ Shows that in unfastening it in the morning the string is simply bolted from the nail 
or the chair or door knob to which it was fastened the night before. 
4 At night there is nearly always a fight inside the net between. the sleeper and the 
Mosquitoes which got in through holes or exposed sides. Even in some of our hotels 
the nets are not always mosquito proof. Not long agoa foreign couple who came here 
under the auspices of an international organization showed the mosquito bites on 
their arms and legs which they suffered the night before. : 
Another aspect which is still ineffectively done is preparation of essential foods. 
Ood values are lost as a result of too much washing at the wrong time. Take rice 
E... ed under the supervision 
EI i is experiment was tried under the supe 
c e accustom the pupils in the proper ways of 


using the school toilets. j i 
_?) "Teachers: Grade I1: Mrs. Marcela Aquino; Grade IV: Mrs. Florentina Tabobo. 
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table dishes, but generally it is thrown away or fed to pigs. 

Likewise, vegetables are first cut and then washed. The same thing is done, 
with fruit, meat and fish. The result is that much of the substance of these foods is 
lost. e 

Home Economics Supervisors will rise in protest against this criticism on the 1 
ground that in the courses of study and textbooks in home economics proper ways! 
of food preparation are discussed and illustrated. But, I am talking about practices, 
not theories. 

In home economics classes emphasis is placed on the number of calories needed M 
by the body. This is good. But, I believe equal if not more stress should be given 
to ways of conserving all or most of the calories that are present in the foods that are. 
eaten. E | 


In Lananpin, two of the teachers — one in the second grade and the other in the | 


sixth grade — demonstrated to their 


mongo (dry beans), string beans, camote leaves, fruit, fish and meat. This was done 
by simple observations 


was divided into two equal parts and placed in t 
was poured over each. In Dish A the mongo was rubbi 
whereas in Dish B the washing was done lightly and on 
to get rid of any dirt or dust that was there. The mongo was not rubbed as in Dish A? 


The waters from both dishes were then emptied into two clear glasses which the 
. Pupils looked at and observed very closely. 
They found that the water from Dish A 
and rubbed hard agains 
from Dish B was almo: 


and washed thoroughly, 


D. E) 
H 
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or dirt was removed. The pupils resolved to do this and to demonstrate it to their 
mothers and sisters at home. 

Mrs. Tabobo's Grade VI pupils — boys and girls — went further. They not only 
observed the difference in the waters of the two dishes of rice but they used them to 
cook "sinigang" (a vegetable-fish dish) in separate pots. They noticed that the 
"sinigang" cooked with the water from the rice that was washed thoroughly tasted 
better — its soup was thicker — than the one cooked with the water from the rice that 
was washed only slightly. 


IV. Teaching Conservation of Food Value in Meat, Fish, and Vegetables: Grade VI!) 


Much of the substance of vegetables and fruit is gone by the time these are placed 
on the table. First, after two or three days of exposure these become dry. To minimize 
+ dryness the vegetables and fruit are placed in baskets covered with fresh banana 
|. leaves when the same are taken to the market especially if they are brought to Manila. 
" But preparing the vegetables for the table — for example, string beans, ampalaya 
I (bitter melon) and eggplants — often results in the loss of much of their nutritional 
value. The usual procedure is to cut the beans, ampalaya, and eggplants first, and 
then the pieces are washed several times. The wash water is thrown away. 
The same procedure is followed with regard to meat and fish. These are cut into 
pieces first and then washed several times. The water is thrown away into the 
“basaan” (under the kitchen) where the pigs and chickens walk and flies and 
 Mosquitoes breed. 
* "Again, this practice is followed in many other countries, especially in those in 
lo Which food is in short supply. Where the food is not enough in bulk, it is most 
| inportant that all the food value of what is served should be conserved and fully 
_ Consumed by people who may be half-starved in any case. 
__ 1 In Mrs. Tabobo's Grade VI class in Lananpin simple experiments were performed. 
_ String beans, ampalaya and eggplant were prepared for cooking in two different 
ways. The beans were divided into two equal parts and placed in two separate 
dishes. The beans in Dish A were cut into the right size and then washed thoroughly. 
~ Those in Dish B were first washed throroughly and then cut into the right size. 
They were not washed again. 
The waters from Dishes A and B were poured separately into two clear glasses. 
The water from Dish A was greenish in color; that from Dish B was greyish but was 
otherwise clear. The pupils, after careful scrutiny, concluded that the water from 
Dish A contained some of the food substance from the beans whereas none of the 
M substance of the beans in Dish B was lost into the water. $ 
7 The pupils repeated the experiment with ampalaya and eggplants and then with 
+ meat and lastly with fish, following the same procedure and noting the difference. 
1 
: 
, 


| 


They found even more clearly that the water from the meat and fish which were first 
‘cut and then washed contained much of the food substance as shown by the red 
(blood) color of the water, whereas in the case of the meat and fish which were 
washed first and then cut (and not washed again) little if any of the substance was 
lost, which was shown by the fact that the water from them was clear. 

The pupils went further and cooked the vegetables, meat and fish in separate 

“Pots and compared the tastes. While the difference was not very striking, still the 

©, Pupils concluded that the vegetables, meat and fish which were washed first before 

= 
1) Teacher: Mrs. Florentina Tabobo. 
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being cut tasted better than those that were cut first and washed afterwards, before 
being cooked. 

The pupils formulated the scientific principles involved, namely, that much of 
the substance of food is lost as a result of washing it at the wrong time and too much 
— in the case of rice and mongo, by rubbing the same with the palm of the hands 
Several times, and in the case of vegetables, fish and meat, by cutting them first and 
washing them afterwards before putting them in the pot to cook. 

They did not stop there. They resolved to practice the right ways at home and to 
show the parents how to do it. In the class some practice in the proper way to 
prepare rice, mongo, ampalaya, string beans, upo, fish and meat was performed by. 
the pupils, who observed and criticized each other. 

The teacher also arranged to have the pupils visit each other in the act of preparing 
food for cooking and to report their observation to the class. She told the class that 
perhaps she would find time to visit some of their homes during the rest of the year 
in order to find out if they prepared their food as they had agreed to do. 

There is no expectation by the teacher that all her pupils will wash rice, mongo, 
vegetables, fish and meat as demonstrated. But she believes the method followed by 
observation, experiment, discussion, and as far as possible, follow-up will go much 
further in developing proper attitudes and ways of preparing food than the usual 
recitation method which results in the pupils' memorizing certain facts without even 
understanding what they mean. 


V. Teaching Conservation and Utilization of Garbage: Grade III 1 

One of the most persistent problems in cities and urban centers is the pro er 
disposal of garbage. In many places in Manila, Quezon City, Pasay City, Parafiaque, 
San Juan, Malabon, Caloocan, Mandaluyong, not to mention others, garbage is 
thrown indiscriminately on the sidewalk. It is not unusual for one to come out of a 
very fashionable mansion into the street and be confronted with the most unsightly ` 
collection of stinking garbage which might have been there for several days. In the M 
barrios all over the country, left-overs, dead animals, animal dung, etc. aredumped M 
into the canals and rivers or in the backyard 2). 

Many ways have been tried to solve this problem. Garbage cans had been pro- 
vided, but the cans disappeared during the night. Campaigns have been made to 
educate people to better ways of disposing of the left-overs from the kitchen and 
dining room. At first all would seem well, but then the old habit returned in a short 
time, and all was as bad as before 

In a Grade III class in Lananpin, Mrs. Andrada demonstrated a lesson on the 
conservation, reclamation, and utilization of left-overs from the kitchen and dining 
table. The year before Mrs. Andrada’s class had been burying the leaves of the 
caimito trees which bordered her classroom, and they found that the leaves had 
decomposed after a few months. The compost had been left in the yard where it 
remains today. 

Going further on this, Mrs. Andrada had her pupils bring to class different kinds 
of left-overs from their kitchens and dining tables: banana and ripe papaya peelings, 
eggshells, shrimp heads and shells, fish heads and bones, etc. Some pupils brought 


1) Teacher: Mrs. Emiliana T. Andrada. F * 
?) Similar conditions are found in other countries including some parts of highly 
developed ones. 
4 
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to the class several hungry chickens. Other pupils brought bolos (large knives) and 
chopping boards. 3 

The class was divided into several groups, each group being given different kinds 
of left-overs to chop. The plan was to see if the chickens would eat the left-overs 
after they had been chopped into small pieces. First, the children gave the chickens 
the egg shells. The chicken would not eat them. Second, they tried the banana 
peelings, and then the papaya peelings, which the chickens hesitatingly picked because 
they were very hungry. Third, they gave the chickens the chopped heads, bones 
and shells of shrimps and fish, which the chickens relished very much. Then finally, 
they combined all the refuse, which the chickens finished in no time — egg shells, 
fish bones, banana and papaya peelings and all. When combined with “babang” 
(powdered rice hull) the chickens ate it all even more heartily. 

There were certain things that the chickens would not eat whether given alone or 
with other refuse, such as cuttings of beans, camote, eggplants, and other raw 
vegetables. What should be done with these ? The class thought they might be boiled 
or else put into the compost pit. They decided on the latter method. 

What about pieces of paper, broken glass, and other things which could not be 
decomposed ? The piecesof paper were to be burnedor used for kindling, they thought, 
but the pieces of glass and cans should be put in a dumping pit where they would 
not endanger children and others who may step on them. Usable cans should be 
saved for growing seedlings. What about grass cuttings and leaves of trees? The 
children decided to put these in the compost pit to rot and be used later as “abuno”’ 
(fertilizer) for the plants in the school yard: voganvilla, ampalaya, cacao, etc. 

The observation was the basis of an oral composition which later on was written 
by the pupils in their notebooks. The pupils followed a simple outline: 

1. What did we try to find out? 

2. What did we bring to class? 

3. What did we do with it? 

4. What did we find the chickens would eat? 

5. What did we decide to do later on in school and at home? 

The class decided to continue composting the leaves of the caimito, the grass 
cuttings from the school yard and other refuse, instead of burning them. They would 
bury these as they did the year before, but they also planned to use the decomposed 
material to enrich the soil for the trees and vegetables in the school yard. 

Further than this, they decided to save the kitchen refuse and the left-overs of 
the dining table at home, first to chop and feed to their chickens and pigs, second, 
to put in a hole near the fence to decompose for fertilizer and, finally, to burn or put 
in a dumping pit the things that could not be fed to animals or decomposed. The 
Pupils agreed to visit one another and to welcome the teacher when she found time 
to visit them, $ 

The simple procedure will not result in a miracle. Perhaps most of the pupils 
would forget the lesson immediately. But it is possible that to a few of them the 
experience would give a meaning which might change their attitude toward garbage 
from the negative quantity that it is now regarded as to a positive one which was the 
Object of the demonstration to show. ; 

If all teachers taught science, health and nutrition, and agriculture the way Mrs. 
Andrada taught these to her class, the time will come — perhaps sooner than we 
think — when so-called garbage and filth will have a meaning that they do not Un 
now. The day might come when most people will look upon filth as a source Soie 
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which should be kept rather than thrown away. When this time comes, the problem 
of environmental sanitation will be half if not mostly solved. For, it is without 
question that it is people who, by their bad habit of disposing of garbage and other 
left-overs, make the problem for themselves. 


VI. Science and Food Production: Grade V 1) 

From time immemorial science and gardening have been taught in the schools as 
separate subjects. They still are today in all parts of the world as they are in the 
Philippines. These two subjects are taught by different teachers who are supervised 
by different departments of the Bureau of Public Schools. The fact is that science 
belongs to the general education division, whereas food production is under vocational 
division of the Bureau. These two divisions operate separately and independently 
and each has its own budget. According to Undersecretary of Education Miguel 
Gaffud, (Manila Chronicle, 12 April 1962) there is a move to establish a separate 
Bureau of Vocational Education. The victims of such a change will be the school 
children whose education will be fragmented still more instead of being integrated, 
as it should be; and of course, the parents who will have to pay additional taxes to 
maintain such a separate bureau. 

The result is more subjects and less education as the child is made to learn them 
without realizing their inter-relationship, their application to life even less. 

Time was when the work of the schools was simple and fully integrated. Now, it 
has become very complicated and compartmentalized. There are as many depart- 
ments and divisions as there are subjects, each tending to be and remain in a small 
compartment by itself. There are as many different kinds of supervisors in the 
Bureau of Public Schools as there are subjects: science, health, home economics, 
Social studies, general education, work education, physical education, curriculum 
development, etc. 

When invited to observe the demonstration classes in Lananpin in which the 
teaching of these subjects in an integrated manner was demonstrated, these super- 
visors, fifteen most able, enthusiastic and well educated men and women, discovered 
they had a common interest: the education of boys and girls. They also discovered 
each other. Furthermore, even more surprisingly, they liked what they saw. 

One of these is the manner in which Mrs. Valdez and Mr. Jacinto taught their 
Grade V class science and some aspects of food production: seed selection, cultivation 
and mulching. 

To begin with, Mrs. Valdez and Mr. Jacinto had the class look at a small cup. full 
of assorted mongo seeds. By inspection the pupils separated the good seeds from the 
bad or poor seeds. They thought that the good seeds were round, bigger in size, and 
shiny, whereas the bad ones had the opposite characteristics. 

The problem as stated by the pupils was: which of these would make better 
seedlings? They thought the “good” ones would, but they wanted to find out for 
sure. Also, how could they tell the “good” from the “bad” ones? They set out to 
experiment and to observe the results, 

This is what they did. They prepared a seed bed near the nursery house where they 
planted the seeds. They planted the “good” seeds on one side (Side I) and the “bad’ 
seeds on another side (Side II) of the seed bed. They watered these with the sam® 
amount of water morning and afternoon and watched to see what would happen: 


1) Teachers: Mrs. Lourdes C. Valdez and Mr. Lino Jacinto. 
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The first and second days, there was no difference in the two plots. The third day, 
there were evidences of some of the seeds “coming out" in Side I whereas there was 
little change in Side II. On the fourth day, a large number of seedlings came out in 
Side I, whereas there were only two or three of the same in Side II. On the fifth and 
sixth days, the pupils measured some of the seedlings on both sides, and they found 
that those in Side I were generally taller and sturdier than those in Side II. 

From these simple observations they concluded that ''good" seeds gave better and 
more seedlings than “‘bad’’ seeds, and that to have good seedlings it was wise to 
select the seeds to be planted: those that were larger in size, more regular in shape, 
and brighter in color. 

Mrs. Valdez and Mr. Jacinto then took the class to an eggplant patch outside the 
school compound where there were eggplants which the owner evidently wanted to 
ripen into seeds. The teacher asked her class to look at the ripening fruit in order 
to suggest which, in their opinion, would give “good” seeds. There were fruit from 
different plants and fruit from the same plant. Ms 

The pupils were led to tell why they thought one fruit was better than another 
on the basis of such criteria as the following: size of the fruit, formation of the fruit, 
its color and the vigor of the mother-plant, itself, etc. There were some differences 
of opinion, but the pupils came out with some notion of what would be the better 
Sources of seeds. 

In the discussion by the observers (among them the Bureau of Public Schools 
Supervisors) it was plain that the experiment could and should have been better 
controlled if the conclusions drawn were to be valid and reliable. The seeds planted 
should be identical in number so that the ratio of seedling to seeds planted could be 
regarded as a reliable index of productivity. The measuring of the seedlings should 
be done more carefully and there should be an adequate sampling from each side. 
Then, of course, the productivity of the plants themselves later on should be 
determined. 

Also, the application to the selection of eggplant seeds should be better prepared 
for. Size alone would not be a safe criteria of “good” seeds. 

And yet, the observation was a lot better, in the opinion of the observers, than 
reciting a lesson on seed selection after reading a chapter of a book on the subject. 
If, later on, and consistently thereafter, the pupils are asked to pass judgment on 
the quality of seeds before planting them, they will have, undoubtedly, a good notion 
of the value of seed selection which will have a better chance of influencing them in 
their practice of agriculture at home. In fact, the collection of seeds in the nursery 
house will — according to Mr. Jacinto, who has charge of the seeds — serve to give the 
Students practice in selecting seeds to be planted. The good beginning made in the 
Class was to be continued until the pupils will have formed correct notions and 
attitudes towards seed selection. i Y 

This was, in fact, what happened in regard to cultivation and mulching which the 
Pupils in the same grade did study earlier. They observed what happened to three 
kinds of trees (as was done in teh first grade — Mrs. Baybayan's class): one was 
Watered, another was cultivated first and then watered, and a third was also 
mulched. The class found that the water in the third tree remained longer and that 
the tree in fact seemed more vigorous than the other two. Whereupon the pupils 
decided to cultivate and mulch the trees and plants first in the school yard and then 
at home. 


The work at home yards — cultivating and mulching — was demonstrated. Suitable 
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follow-up was done in a few cases to see that some of the pupils put into practice ' 


what they learned to be an effective way to conserve the water for the plants. 

While it is undoubtedly too early to tell what would happen, the chances are that 
if this instruction and practice are continued and followed-up throughout the six 
years of the elementary school, the pupils — boys and girls and their parents, too, — 
would be more inclined to cultivate and mulch their plants in their yard than if this 
kind of teaching and practice had not been introduced at all. 


PEDRO T. OnarA, Manila 


THE TEACHING OF PHILOSOPHY IN INDIA 


In 1951 and 1952 UNESCO sponsored an international enquiry into the teaching of 
philosophy in universities all over the world, and in a joint statement a committee 
of experts pronounced that the study of philosophy was “indispensable to a proper 
awareness of the fundamental problems of science and culture, and consequently, 
to promoting a guidance for conduct on the basis of personal and free reflection on 
the condition of man and the realization of human values’’. The study of philosophy 
becomes increasingly important at a time in history such as this when the boundaries 
between one discipline and another are ill-defined and there seem to be no objective 
criteria for assessing the various Weltanschauungen which modern civilization, 
both Eastern and Western, presents to the thinking citizen, Philosophy in both the 
U.K. and in India has, perhaps with some justification, been considered a university 
subject, and with the exception of the option of Logic in the “Intermediate” level 
classes, philosophy is not taught at the pre-university stage. While this may be 
supposed to have the advantage of reserving the subject for maturer minds, there 
are other undoubted consequences of such a policy. 

The philosophy student is at a disadvantage in comparison with, say, the history 
student, in having had no kind of preparation for his university studies in school. 
For him the subject is entirely new, and while the history student is in a sense 
learning more about what he already knows, the philosophy student has no means of 
attaching himself to the new discipline. For the teaching staff the consequences are 
the difficulty of getting the subject going at all, and, an economic matter, far fewer 
employment opportunities compared to a country like France where philosophy is 
taught in every "lycée." But in India the introduction of philosophy in schools is 
unthinkable for many reasons. For one thing the averagestudent has barely passed 
his sixteenth birthday when he enters college, and even at this age is hardly mature 
enough to be able to grasp philosophical issues. At school his position would be even 
worse. Then the linguistic equipment of the school-going child is hardly adequate 
for a technical subject like philosophy, for either the child is working with a ver- 
nacular language which has but a bare modicum of technical terms, or he is working 
with a language which is not his mother tongue, i.e. English. Philosophy teaching 
in India therefore has to remain a matter for the university. 


Why do students take philosophy? 


In every country, for good or ill, we have to admit that a student is governed 
to nosmall extent in his choice of a subject by the employment opportunities open to 
him, As such, a philosophy degree does not possess the same “market value asa 
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degree, say, in economics or even in a modern language. In the West, however, 
there has always been a recognition of the value of a "liberal" education, andin U.K, 
those who read “Greats” have provided a distinguished stream of men and women 
who enter public service. Of this “School” it must be remembered philosophy forms 
a considerable part, and men like T. H. Green and Lord Samuel typify the sort of 
contribution that the philosophy specialist can make to public life, The Oxford 
School of Modern Greats was intended to continue the traditional connection of a 
liberal education with public service by gearing the study of philosophy to 
economics and politics — thus bringing up to date what had been in effect a more or 
less Platonic way of visualizing the relation between philosophy and administration, 
Employment opportunities for the philosophy graduate in U.K. now extend far 
beyond that of teaching and the civil service. Industrial bodies, welfare agencies, 
public utilities and local government concerns all offer him opportunities. Philoso- 
phy is taught not only in association with classical languages or the social sciences, 
but with physiology and psychology and in this way branches out into therapy. 
A student in the U.K. can, it can be seen, embark on the study of philosophy with 
no fear for his future prospects. Nor will he opt for philosophy unless he has a genuine 
interest in the subject. 

In India philosophy is taken as one among many subjects for a Pass degree, where 
usually study is confined to elementary Logic, Psychology and Ethics,1) or it is 
taken for a specialist B. A. Honours or M. A. degree. The Honours philosophy 
Student will in India take an examination in English and another in the national 
language at the end of his first year and two papers in a subsidiary subject (History, 
Economics, Sanskrit, Mathematics) at the end of his second year. His final degree 
however is a specialist one. Some universities have statutory provision for a 
Combined Honours course on the lines of the Oxford Modern Greats school but this 
Combination is rarely offered. Exigencies of inter-departmental co-operation and 
time-tables seem to present barriers, as indeed they must if attendance at lectures is 
compulsory. For the same reason political philosophy (taught in the political science 
faculty) rarely forms part of the philosophy course which is a pity. A frank answer 
to the question “Why do students take philosophy" is therefore not very encourag- 
ing. Many enrol because they have not gained admission elsewhere (particularly, say, 
in the Psychology course). Apart from teaching (and without a first-class no one 
Can hope to aspire to a lectureship) there are no obvious employment opportunities. 
The administrative ranks of the civil service, to which the best students aspire these 
days, is entered only by a stiff competitive examination and philosophy is not 
looked upon as a very safe “scoring subject." The economic life of the country is 
not sufficiently developed in the “tertiary” sector for there to be many openings m 
Industry and ancillary concerns. The vast majority of the students are girls (this is 
certainly a contrast with the U.K.) who are acquiring a “‘liberal’”’ education without 
any thought of a subsequent career. They are acquiring this often through no desire 
of their own but because of parental and ultimately social pressure. Marriages in 
India are for the most part arranged and a university degree has become a sine qua 
non ?) for entrance into the state of matrimony for the middle class woman, and 
the bulk of university students still come from the middle class. The result on the 
State of philosophy teaching can be imagined. The class tends to participate only 


1) In Some universities papers on Indian Philosophy and Elements of Philosophy 
San be offered as alternatives. à 
he reason for this too is partly economic. 
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passively and the teacher often lacks the stimulus of the presence of those who are 
really interested in the subject. There can be, it seems to the present writer, no 
remedy for the present condition of apathy in the university lecture room as long 
as university education is looked on as a stop-gap in lieu of gainful employment, or 
as is often the case with girls, matrimony. Many of these problems, it is plain, are 
sociological as much as educational, and are moreover not concerned only with the 
teaching of philosophy but with other subjects too. But the fact remains that the 
cause of philosophy suffers most, simply because the study of this subject bears with 
it no obvious economic advantage in an underdeveloped country, even a country 
which has such a rich philosophical tradition of its own as India has. 


The syllabus and the examinations 

At the Honours stage the student prepares eight papers on which a public 
examination is taken at the end of three years. He attends compulsory formal 
lectures in his own college and is alloted written work from time to time. The course 
covers psychology, ethics, history of philosophy, Indian philosophy (one paper out of 
the eight), metaphysics, Greek philosophy, and a choice between philosophy of 
religion, logic and social psychology. One of the eight papers in the final examination 
is an essay paper in which a long essay is to be written in a period of three hours. 
It is to be remembered throughout that students are working in a language which 
is not their own. At the Pass stage some students opt to write their answers in 
Hindi (the national language) but the standard of these answers does not differ 
appreciably from those in English. What strikes the western-trained teacher most 
is the extent to which reliance is placed on text books rather than on texts. It is 
possible for a student to pass through a whole course without ever once consulting 
an original text. One way of approaching the study of philosophy which is much 
more easy for the British student than for the Indian is the historical approach. 
Whereas almost all British Arts students know some history by the time they come 
up to college this need not be true for the Indian student. Some know no European 
history at all (just as after all few European students know any Indian history). 
So that unless a student is prepared to do a considerable amount of general reading 
on his own he is obliged to consider philosophical theories torn from their historic 
context. The historical way of thinking (so integral to German philosophy) is foreign 
to Indian philosophy, for the various systems can be and are studied out of relation 
to historical circumstances which are in their case quite irrelevant. Indian philosophy 
forms only a small fraction of the syllabus which remains almost purely western- 
oriented. Subjects like ethics could probably be related far more to local conditions 
than they at present are. Philosophy of religion can be made comparative instead of 
as at present centring round theological concepts which are unfamiliar. 

The syllabus for the M. A. examination follows in the main that of the B.A. course 
with the addition of further options in Indian philosophy and Contemporary 
philosophy. Here work does centre more on texts but much time in the classroom 
has to be devoted to exposition which could better be spent on general discussion, if 
it could be assumed (as it cannot) that the students were consulting the texts 
themselves. The hurdle of language is always with us, and yet considering that the 
M.A. degree is a post-graduate degree requiring two years of study after the B.A. 
degree the student will not be less than twenty-one years of age on taking his M.A. 
Whatever linguistic problems he may still have at that stage clearly indicate an 
inadequate linguistic grounding at the school stage. 
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The formulation and type of examination questions inevitably casts its shadow 
over work in the lecture-room. Less stereotyped questions to which crammed answers 
could not possibly be given would do much to improve the situation. In Oxford and 
Cambridge for example no student can ever predict the questions. Another factor 
to be reckoned with is the phenomenal memory of the Indian student. The habit of 
committing to memory whole answers, begun at school, persists, and it is not a 
method which goes with independent thinking. Perhaps too high a premium is put 
in passing at all costs. The student studies in order to obtain a paper qualification. 
Society is not such as to offer any prospect to those who are unqualified. Cramming 
of bazaar notes pays, and those who think independently may get less marks, and 
80 to the student the moral is obvious. 


The tutorial system 

The one way which has been found successful in combating the admitted draw- 
backs of the system of formal lectures and examinations and which has been 
perfected in Oxford and Cambridge is the tutorial system. The student meets his 
tutor either by himself or with not more than one other student. One of them gives 
in his essay beforehand and the other reads it before the tutor. Discussion then 
follows. The work done by the student during the week centres on reading done in 
the library, reading which has been suggested by the tutor. Whatever lectures the 
student attends (and he is not obliged to attend any) that week may have no bearing 
on his essay at all. To those who have experienced this method no other can be a 
substitute. The philosophic method par excellence is after all the method of dialogue. 
In ancient India there is a precedent for this in the close relation that would obtain 
between guru and chela. Georges Canguilhem, speaking at the UNESCO Conference 
mentioned earlier, told his listeners that “philosophy teaching cannot be regarded 
as instruction but must take the form of initiation into the difficulties of human 
experience and an invitation to admire the great minds that have been able to raise 
these difficulties to the plane of consciousness.” { 

Now in Oxford and Cambridge the tutorial system has developed under special 
Conditions: a residential system where all students and teachers are on the spot, 
a high ratio of teachers to taught, large well-equipped libraries, an average age of 
first-year students these days not less than nineteen years (the age at which most 
Indian students sit for their B.A. examination). Even other universities in U.K, 
have not been able to approach these conditions. In a country like India the 
difficulties are even greater. Because of economic and social pressures the numbers 
in universities are large. Whereas an average Oxford College may comprise one 
hundred and fifty students, in India the number may be near a thousand. Most of 
the students are working for a Pass degree and with seventy to a hundred in a class 
the teacher cannot do more than dole out occasional class-work. At the Honours 
Stage tutorial work is done during class time. Students write several essays a week, 
but at the same time, since attendance at lectures is compulsory they have little 
time or inclination to do more than rewrite their lecture notes for the tutorials. 

In recent years Delhi University has initiated a pilot project — a tutorial system 
financed by the Ford Foundation. In addition to their routine lectures and tutorials, 
Second-year students in their third term and third-year students in their first and 
Second terms attend a weekly University tutorial where they meet their tutor in 
Stoups of not more than three. This supplementary scheme was intended to provide 
the much needed personal contact between teacher and taught. Coming as it does on 
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top of the old system it, inter alia, puts a new burden on the student since in addition 
to the two or three essays which he already has to write he has also a “University 
tutorial" to produce. The tutorial system proper does in contrast offer a substitute 
for the formal lecture method, and cannot be superimposed on a timetable already 
crowded with lectures. 

Philosophy teaching in India (as indeed teaching in other subjects too) could 
benefit much if Honours teaching could be centralized in the universities, lectures 
cut to a minimum, college staff made available for tutorial work, libraries equipped 
with many times their present complement of books, the age of admission raised by « 
two years, cheap editions of texts made available and far fewer students allowed to 
enter the universities. But many of these are economic matters, and moreover 
democratic pressures are all in favour of quantity rather than quality. India will 
need to evolve her own system and methods which need not be the same as those 
in the West. In the meantime her best students, in spite of all the disabilities 
mentioned above, are second to none and such students do share in a high degree 
that “natural disposition” towards metaphysics of which Immanuel Kant spoke. | 

MARGARET CHATTERJEE, Delhi 


THE EDUCATION OF IRANIAN LEADERS 
IN EUROPE AND AMERICA 


Tran began to feel the impact of Westernization in the first quarter of the 
nineteenth century. Definite steps were taken to introduce needed political, economic 
and educational reforms. In the field of education efforts were made to train 
administrative personnel who could direct this modernization program. As early as 
1850 new educational centers were established in Iran in order to prepare individuals 
for technical and administrative posts. 

However, even before that date Iranian youths were sent to Europe to receive 
training so that they could assume leadership and responsibility in the government. 
The first student was sent by Crown Prince Abbas Mirza in 1810 to study medicine 

' in England. The second group of government-sponsored students to be sent abroad 
were five individuals who went to England in 1818 to study modern sciences. A third 
group (five) traveled to France in 1844. The fourth group, consisting of 42 top 
students from the first graduating class of Dar al-Funun 1) was sent to France in 
1861. Upon their return home they were given newly created positions in the 
government, particularly in the Ministry of Science, headed by the able Itizad 
al-Saltane, the first Minister of Science and Arts. Some of these returnees even 
achieved eminent careers in the government and distinguished themselves as cabinet 
ministers. In 1911, thirty more students were sent to Europe to study military 
science, agriculture and the social sciences. 

As time went on, the various ministries also began to send students abroad for 
study, in addition to those who continued to be supported by their families. One 
report indicates that in 1918 there was a total of 500 Iranians studying in Europe, of 
whom 200 were in France, 34 in England, 9 in Germany and the rest in Switzerland 
and other countries. (1) 

In 1925 one of the key educational issues of the newly formed government of Reza 


1) Dar al-Funun was the first technical institution established in Iran (1851). 
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Shah was whether higher education or the development of elementary schools should 
receive first consideration. The former issue won out, partly as a result of the 
pressing needs of the ministries for personnel. Subsequently in May 1928, a law 
was approved whereby each year for five years the Ministry of Education would 
send 100 students abroad to study in various fields. Because of the acute need for 
university teachers, the Higher Council of Education of the Ministry of Education 
in 1929 decreed that 35 per cent of these students should study with the intention 
of becoming teachers in higher institutions, and the remaining 65 per cent should 
be divided among the various professions in the following way (2): 


Profession Per cent 


General medicine . . . .. cn 
Ophthalmology 2 AA TAER 
Surgery RN ENT AE ONG 
Veterinary Surgery . . .......... 
Dentistry TR i Ot EN 
Agriculture) al ED A 
Forestry Ef er 
Mechanical Engineering .......... 
Electrical Ae NECI eie ouo? need frd 
Mining EN Ha ER SET Toa 
Civil Baie lb E AS EE 
Naval oo Neat han E een aa TR 
Chemistry; Ve Eed 
Law. pe Ee 


Se ea oss 


65 per cent 


In addition to the government-sponsored students the ministries sent a sizable 
number abroad, and there also continued to be students who were financed privately. 
According to a report of the Ministry of Education in 1935, there were at that time 
1175 students studying abroad of which 640 were sent by the Ministry of Edu- 
cation, 131 by other ministries, and 400 sent independently. (3) The following 
tables show their distribution by country, the representation in different fields 


‘of Study, as well as the sponsorship of various government agencies. 


Distribution of Iranian Students in Foreign Countries during the Year 1935 (4) 


Country Number of Students 
France. /; ch UP MOMS oe eT I) PUMA 481 
England: ee EE 74 
Germany: oL Dre c eR Ui 39 
Belgium). ee e ELS Eeer 21 
Switzerland: |. 5 1 2T e MA 9 
United States. EE 16 
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Students Sent Abroad by Special Agencies, 1935 (5) 


Ministry. of Roads. on sea e 6 = 5 74 
Ministry of Finance - . -. . o . 2.2.20» 16 
Ministry of Post and Telegraph. . . . . . . 1 | 
Office of Industry and Mines. . . . . . . . 2 
Anglo-Iranian Oll Company . . . . . . . . 37 
Municpalty sa a... 1 
131 


Fields of Study of Iranian Students Abroad during the Year 1935 (6) 


Field of Study Number of Students 
Education and Teaching Sciences. . . . . . 143 
EE Eer Se 96 
Vue el n etd ee ee OE EO 43 
Electrical Engineering... . . . . . . . . 29 
E EE Crete A 29 
IRAN CE Hi raya che en TRIS Peer edente 27 
Mining RER APRES CAE NES URSS 25 
Mechanical Engineering . . . . . . . . . . 21 
Road Construction 1.0 MMM) el e 20 
'"BoliticaliScietice v RER ANNE ele ss 16 
issus so EE RES EE 15 
Chemical Engineering ........... 14 
Meterinary-Surgery „220.20... 13 
EE eebe e E a me 11 
EE lee Ai + 10 
Late Hon bMS uetus ipee akt e 10 
Linen EE 7 
Sugar Industry: des DUI e e e 6 
Bridge Construction erap e ee ee oe 5 
EES SEDED ee ee 3 4 
Ee in a EEN 4 
Railroad Construction. .......... 3 
ET eta 3 
WEE EE ale SC 3 
Di enr AT PE ENEE 2 
PISCICUIENTE PRISE MA PAS SE -a 2 
le CEE NO NDS EPS 2 
Emudesc I CL us 2 
EE une 2 
Metallurgy e P SDN NORD ec us 1 
Pre-Islamic Iranian Language . . . . . .. 1 
LEE 71 


o 
> 
o 


» 
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By 1939, 452 students returned from abroad. Their fields of study are listed below: 


Fields of Specialization of Students Returning to Iran in 1939 (7) 


Field of Specialization Number of Students 
Medicine Suter 77 
Law and Administration. ......... 55 
Teaching of Mathematics. ......... 37 

zë of Chemical Engineering . . . .. 35 

» of Electrical Engineering . . . .. 28 
Agriculture EE 26 
Construction Engineering . . . . . . . .. 25 
Minerology erate de Fe A et 22 
Natural Sciences oaa EE A EE 21 
Languages and Literature . . . . . . . .. 20 
Mechanical Engineering . . . . . . . . . . 20 
Physics; 5i dg E ere E PNA 20 
Veterinary Medicine. . . . . . . . . . .. 13 
History and Geography . . . . . . . . .. 12 
Forestry and Water Resources . . . . . . . 10 
Business ee E ea INN 9 
Arts and Crafts ss Sek, ON NE RD 9 
Archaeology na e EN EDI ATO 4 
Dentistry EE 3 
Pharmacyo doi he 2 
Fine Arts oL HIS DAE AS EM lh OUR, 2 
Pisciculture We eege T 
Port Engineering" EE 1 
452 


As a result of political unrest and World War II, the number of Iranians sent 
abroad in the 1940's markedly declined and then stopped altogether. Toward the 
end of the decade, the cessation of the war and the growing inadequacy of higher 
educational institutions in Iran stimulated the flow of students abroad once more, 
Particularly to Germany and the United States, In 1958 the number of students 
Studying in foreign countries had sky-rocketed to more than 10,000 of which one 
tenth were sponsored by the government or ministries and the rest independently 
financed. The tremendous rise in the number of these students is attributable to 
à number of factors: 

1) In the thirties foreign study was a luxury and limited to government students 
and those from upper-class families. Since the war this privilege has been extended 
to the middle class group. 

2) In the last "ipu less than one third of the number of high school gradu- 
ates who have taken college preparatory work can be admitted to Iranian colleges. 
The rest must find acceptance elsewhere. d 

3) An increased curiosity about the West, particularly the United States, has 
also been a contributing factor. 

4) A dissatisfaction with existing social conditions in Iran has further encouraged 
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study abroad. Indeed, when the students return home they experience additional 
malcontent and many go back to Europe and America to live. 

The presence of such a large number of Iranians enrolled in foreign institutions 
of higher learning has led to serious problems for both the student and the govern- 
ment. To understand this situation more fully, the following approximate figures ^ 
are of help: 


Distribution of Iranian Students in Foreign Countries, 1958-1959 (8) 


Country Number of Students 
Germany E SN «se + nn 4,000 
End Stab ee Seis SY Fo a Ier e 3,700 1) 
WO AAE E AA E e e A e 800 
DEELER NN 600 
So LP EE e die e e 51 
EU ee MO IPM III. 250 
ODE Ced COR RERO 100 
ee d ebe eu 410 
Debanon Eoi iE ER I. 166 
LEAS uds S SNA Oe Ae EPUM 101 
coke nn od ERE CD ENDO NEE 5 

10,183 


Destination of Students Leaving Iran in 1958 for Study Abroad (9) 


Destination Number of Students 
EE MT MSN 495 
EE ME SCING CA ele Ve à 465 
WEE RE ARE 289 
LAURE ees ed OS C gm E KEEN 264 
PUESTOS e eO BUS HONTE NON ENS 89 
Hanc a Re cr 64 


Another set of statistics gives some indication of the fields of study pursued by 
Tranians in the United States, taking Iranian students in New York and California, 
where they are most concentrated. 


Fields of Study of Iranian Students in California (10) 
Colleges and Universities, 1957—1958 


Field of Study Number of Students 
RICO ll e SA CON IRR was 200 ` 
Literature and Arts EE Sociology) . . 120 
el OU etel EC 82 
Microcology, Medicine and Dentistry. . . . . 80 


1) About 600 of this number are medical doctors enrolled in graduate study. 
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Political Science, Economics and Administration 50 


Education 1:25 E Ee 30 
Psychology ....-.--4..:-9. 6 
568 


Fields of Study of Iranian Students in New York (11) 
Colleges and Universities, 1957-1958 


Field of Study Number of Students 
Medicine . ss (Rd EE PRECES S 102 
Engineering (all fields). . . - - + - -> : : 52 
Education . . . 4.» eres + ete 48 
Economics s. ene eg Is Ne 20 
Chemistry. “la een (s ee nere ede 20 
Agriculture, . . . « : «e ott + eee 14 
Physics 2 alas A UE ele 12 
Arts. "e Mo EE | MIRE NES ed 6 
Pharmacy . . - . . - EN E 6 
Literature . sie e e a a oie adoa 6 
Political Science . . . «tnr 4 
Microcology ee . A + + + «+ + 4 
Petroleum. fi! esos enee KEE 4 
Music dei E ete EN ANNE 2 
Library Science... . + + 4 + + + ttt : 2 
Hygiene "MO EME nets 1 
International Law. . . . + + + + * + + + 1 
Botany nen ie altem ln somes 1 

305 


These tables and other data indicate that: 

1) The country with the largest number of Iranian students is Germany with the 
United States a close second. i 

2) The majority of Iranian students are concentrated in the natural and physical 
sciences, although other areas have not been neglected. 

3) Most Iranian students now studying abroad are doing undergraduate work, 
and in recent years their number has been steadily increasing. ' 

What do these figures mean? They can be seen in different ways and for different 
Purposes. To find out what percentage of college-age Iranian youth attend higher 
educational institutions one needs some statistical information to make comparisons. 
Looked at one way, the present 10,000 (approximate) Iranian college students 
abroad constitute only five per cent of the secondary school enrollment, and one 
Per cent of the graduates of elementary schools. However, if we compare the 
number of college students withthe potentialcollege-age groupin thetotal population 
(200,000) then this figure is only one half of one per cent. By excluding the tribal 
and peasant groups who rarely attain a college education, we can further evaluate 
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the college student body in terms of the potential urban !) college-age group of 
440,000.?) Therefore those who do attend college ?) make up only five per cent of 


those potentially able to do so (whereas in the United States the same group makes / 


up 22 per cent of college-age youth). There is sufficient evidence to indicate that thig 
large college-age group resides in the cities and constitutes for a non-technical 
society like Iran, an unrestful group and a potential source of change. vi 

There also remains the crucial question: What has been happening to the product 
of these higher educational institutions? Further study indicates that the majority 
of these graduates have gone into civil service. Those who have received their 
training abroad have been given the top positions and the graduates of Iranian 
colleges have received a lower rank. These people plus the graduates from the 
College of War make up the backbone of the bureaucracy of Iran. 

As these intellectuals constitute the upper levels of the civil service, one may 
well ask: What have they accomplished ? Have they been successful in contributing 
to public service and in enriching their own lives? What influence, if any, have they 
exerted on the social and political life of society? And finally: What will be their 
future role in Iranian society? A separate article will discuss these issues and 
analyze this new elite in terms of social change. 


NOTES 


1. Kave (a Persian journal) Berlin, February 15, 1918, nos. 23 and 25. It obtained 
its information from the ''Beirat zur Ausbildung Persischer Schüler in 
Deutschland" (Report of the Office of Persian Students in German ? 

Sadiq, I., Modern Persia and Her Educational System (Columbia University 

Press, 1901) p. 78. 

Marone of the Ministry of Education, 1935, Section II, pp. 116-117. 

id. 


Annual Statistical Yearbook of the Ministry of Education, 1939. 
Tttila'at, January 10, 1959, no. 2768, Tehran (air edition). 
Ittila'at, January 10, 1949, no. 2768, Tehran (air edition). 
Ibid., anuary 15, 1958, no. 2479. 

Ibid., January 17, 1958, no. 2480. 
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,1) Urban here refers to the major 95 cities and urban areas, which have a com- 
bined EE of 5,500,000. A 

?) This figure was obtained in the following way. The median age in Iran i$ 19 
years and therefore in urban areas half of 5,500,000 (2,750,000) are above the 
median and half below. We also know the distribution of various age groups 10 us 
population, based on an experimental census of five ostans. The college-age group 
(18-21 years) is eight per cent and taking eight per cent of the urban population 
we arrive at the figure 440,000 as the number of potential college-age youth in 
urban areas. 

3) Including 10,000 students in native colleges. 
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DIE SCHULPSYCHOLOGIE IN ÖSTERREICH *' 


Mit der Errichtung der schulpsychologischen Beratungsstelle in Wien im Herbst 
1948 war der erste Schritt in der Entwicklung der Schulpsychologie in Österreich 
getan. Die Gründung erfolgte zu einer Zeit, als das Wiener Schulwesen sich noch 
mitten im Wiederaufbau befand. Zerbombte Schulen, Mangel an Brennmaterial, 
kriegsgeschädigte Kinder, Mangel an Lehrkráften und Lehrmitteln, eine stark 
fluktuierende Bevölkerung, die teils als Ostflüchtlinge, teils als Heimkehrer aus den 
Bundesländern, wohin sie während der Bombenzeit geflüchtet waren, der GroBstadt 
zustrebten, — das war die Situation der damaligen Zeit. Aber eben unter dem Ein- 
druck der Scháden, die die Jugend durch den Krieg und seine Folgen erlitten hatte, 
entschlof sich der damalige Präsident des Stadtschulrates für Wien, Hofrat Dr. 
Leopold Zechner, den schulpsychologischen Dienst ins Leben zu rufen, um der 
Lehrerschaft eine Stütze in ihrer schwierigen Aufbauarbeit zu bieten. Das letzte 
auslósende Ereignis war die Reise eines Funktionärs des Stadtschulrates nach 
Dänemark, wo er den dort schon lange bestehenden schulpsychologischen Dienst 
studieren konnte und nach seiner Rückkehr darüber mit begeisterten Worten 
berichtete. 

Die Gründung der Stelle war allerdings gleich nach Kriegsende geplant worden, 
denn zwei Jahre bevor die Verfasserin mit der Leitung der schulpsychologischen 
Beratungsstelle für Pflichtschiiler betraut worden war, hatten bereits die Vor- 
arbeiten begonnen. Im Rahmen des Pädagogischen Institutes der Stadt Wien 
wurden als , Werkzeug" für die schulpsychologischen Untersuchungen die Ent- 
wicklungstests für das Schulalter 1) geeicht. Diese Arbeiten waren schon in den 
dreiBiger Jahren am psychologischen Institut der Universitat unter Charlotte Bühler 
in Zusammenarbeit mit dem Padagogischen Institut der Stadt Wien begonnen, aber 
durch die politischen Ereignisse unterbrochen worden. 


Die Entwicklung der Schulpsychologie in Wien 
Die Beratungsstelle für Pflichtschüler 


Testmaterials durchgeführt werden, und heute ist die Dienststelle mit allen modernen 


Arbeitsbehelfen ausgestattet. j j 

In dem MaBe, in dem die Arbeit Anerkennung fand, besserten sich auch die 
äußeren Bedingungen, bis schließlich durch die Übersiedlung in das Gebáude des 
Pädagogischen Institutes der Stadt Wien eine ideale Lósung des Raumproblems ge- 
funden werden konnte. Zur Zeit arbeiten im schulpsychologischen Dienst für 
Pflichtschulen 5 Psychologen, die alle für diese Tátigkeit vom. Unterricht frei- 
gestellt wurden. Es handelt sich um Lehrkräfte mit einer vollen akademischen Aus- 
bildung, d.h. einem Doktoratin Psychologie oder Pädagogik. Zum Mitarbeiterstab 
gehören ferner zwei Fürsorgerinnen, sowie eine Schulärztin, in diesem Fall eine 
2 


1) ScHENK-DANZINGER, L., Entwicklungstests für das Schulalter. Wien 1952. 
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Fachärztin für Kinderpsychatrie und Neurologie, die einen Vormittag in der Woche 
als Konsiliarius arbeitet, sowie eine Schreibkraft. 

Die Dienststelle wird von Bund und Gemeinde gemeinsam erhalten. Die Gemeinde 
Wien stellt die Ráumlichkeiten zur Verfügung und sorgt für deren Einrichtung und 
Pflege. Die Fürsorgerinnen, die Schreibkraft und der Schularzt sind Angestellte der 
Stadtgemeinde. Die Schulpsychologen dagegen werden vom Bund bezahlt, der auch 
eine monatliche Pauschale für die Anschaffung und Erneuerung des Testmaterials, 
sowie für die Kosten des Bürobetriebs zur Verfügung stellt.!) 

Da die schulpsychologische Beratungsstelle die Zahl der Anmeldungen nicht 
mehr bewältigen konnte und auch Schwierigkeiten mit der Heranbringung von 
Kindern aus den entfernteren Wohnbezirken bestanden, wurden im Jahre 1958 
vier Schulberater eingesetzt, denen ein Jahr spáter noch zwei weitere folgten. Die 
Schulberater haben eine achtstündige Unterrichtsverpflichtung und arbeiten die 
übrige Zeit an den ihnen zugeteilten Schulen. Jeder Schulberater betreut zwei der 
vom Zentrum am weitesten entfernten Wohnbezirke. An die schulpsychologische 
Beratungsstelle direkt wenden sich die Schulen der 10 inneren Wohnbezirke, doch 
stellen diese Bezirke nur zwei Drittel der untersuchten Fille. Ein Drittel kommt 
aus Bezirken, die Schulberater haben, und zwar sind dies vor allem die schwierigeren 
Fálle, die auch eine ärztliche Untersuchung und eine projektive Testung brauchen. 

Die Schulberater unterstehen organisatorisch und in pádagogischen Fragen den 
Bezirksschulinspektoren der von ihnen betreuten Schulsprengel. In fachlicher 
Hinsicht arbeiten sie auf das engste mit der schulpsychologischen Beratungsstelle 
zusammen, und zwar geschieht dies in vierzehntägigen Fallkonferenzen. Die Schul- 
berater sind zum Teil kursmäßig ausgebildete Lehrkräfte, zum Teil jedoch Lehrer 
mit voller akademischer Ausbildung in Psychologie. 

Die Hauptaufgabe des schulpsychologischen Dienstes liegt in der Durchführung 
von Einzeluntersuchungen. Eine immer wiederkehrende Fragestellung ist die nach 
der Schulreife, sowohl von Kindern, deren Eltern eine Einschulung mit Altersdispens 
anstreben, als auch von Schulneulingen, die schon bei der Einschreibung vom Leiter 
der Schule für nicht schulreif gehalten werden. Im Laufe des ersten Halbjahres spielt 
die Untersuchung von Schulneulingen eine sehr groBe Rolle, denn es werden in Wien 
etwa 7-8% der Schulpflichtigen zurückgestellt und dies zumeist nach erfolgter Te- 
stung. Auch die Frage nach der Sonderschulbedürftigkeit eines Kindes wird in zuneh- 
mendem MaB auf Grund einer psychologischen Prüfung entschieden. Oft ist über 
Haupt- oder Oberschulreife zu entscheiden. Einen großen Raum nehmen Fälle ein, bei 
denen scheinbar unmotivierte oder spezielle Lernschwierigheiten vorliegen, wie dies bei 
Legasthenikern der Fall ist. Kinder mit Verhaltensstórungen machen in Wien etwa 
ein Drittel der untersuchten Fälle aus. 

Die Grundlage jeder einzelnen Untersuchung ist entweder eine Entwicklungs- 
prüfung mit Hilfe der Entwicklungstests für das Schulalter oder eine Intelligenz- 
untersuchung nach Hawık. Jedes lernschwache Kind wird außerdem einer diagno- 
stischen Leistungsprüfung zur Feststellung einer eventuellen Legasthenie oder eines, 
Rechendefektes unterzogen. Kónnen die Schwierigkeiten eines Kindes weder durch 
das Ergebnis der Entwicklungs- oder Intelligenzprüfung, noch durch die diagno- 
stische Leistungsprüfung hinlänglich geklärt werden, oder liegen Verhaltensschwierig- 
keiten vor, so kommen die üblichen Projektiven Testverfahren zur Anwendung. 


1) SCHENK-DANZINGER, L., “10 Jahre Schulpsychologischer Dienst des Stadt 
schulrates fiir Wien”. In: Zeitschrift fiir Erziehung und Unterricht, V1, 1959. ad 
SCHENK-DANZINGER, L., „Die Schulpsychologische Untersuchung,” Schule # 

Psychologie, Heft 1, 2, 4, 5, 1960. 
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Erscheint das Kind zum festgesetzten Termin mit einem oder beiden Elternteilen, 
so liegt bereits ein ausführlicher Schulbericht vor. Eine Fürsorgerin nimmt die sehr ins 
Detail gehende Anamnese auf. Eventuelle Berichte des Jugendamtes oder klinische 
Befunde werden eingeholt. Ein Drittel der Fälle wird dem psychiatrischen Kon- 
siliarius vorgestellt. Dabei erfolgt entweder eine sofortige Begutachtung des Kindes 
oder es wird eine gründlichere ambulante oder stationäre Untersuchung an der 
Kinderabteilung der psychiatrisch-neurologischen Universitätsklinik eingeleitet. 

Wenn alle Befunde beisammen sind, findet vor dem Abfassen des Gutachtens 
eine Besprechung des Psychologen mit der Fürsorgerin, dem Arzt und — meist 
fernmündlich - mit der Lehrkraft statt. Die Gutachten enthalten nebst einer Dar- 
stellung der Testergebnisse und der für die Schwierigkeiten verantwortlichen endo- 
genen und exogenen Faktoren Empfehlungen, die darauf abzielen, die Schwierigkeiten 
des Kindes zu verringern. 

Selbstverstündlich hat der Schulpsychologe immer nur eine beratende Funktion. 
Die Gutachten werden an die Schulen geschickt, ferner an die zustandigen Schul- 
aufsichtsorgane und in einem Drittel der Fälle an die Jugendämter. Es handelt sich 
dabei um Kinder, die vom Jugendamt betreut werden und um solche, deren Be- 
treuung durch das Jugendamt anzustreben wäre, ‘ UV 

In vielen Fallen bedarf es eines intensiven persónlichen Einsatzes von seiten des 
Schulpsychologen, damit die vorgeschlagenen MaBnahmen auch wirklich zur Durch- 
führung gelangen. Dies ist besonders dann notwendig, wenn Widerstánde von den 
Eltern ausgehen, denn die abschlieBende Besprechung nimmt zwar meistens den 
Charakter eine Erziehungsberatung an, reicht aber doch sehr oft nicht auser, um bei 
den Eltern das nótige Verstündnis für die Bedürfnisse ihrer Kinder zu wecken. 

Schwierige Fälle, besonders solche von exemplarischem Charakter, werden in 
vierzehntátig stattfindenden Fallkonferenzen, an denen das ganze Team teilnimmt, 
besprochen. 

Außer der Einzelhilfe hat der schulpsychologische Dienst noch zwei besondere 
Aufgaben, und zwar hinsichtlich der Lehrerfortbildung und hinsichtlich der wissen- 
schaftlichen Verarbeitung des Materials. Die Lehrerfortbildung geschieht in direkter 
Form durch Kurzkurse, Vorträge, Teilnahme an Lehrer-Arbeitsgemeinschaften und 
an der Ausbildung der Erziehungsberater, in indirekter Form durch Teilnahme an 
Hauskonferenzen, durch persönliche Aussprachen und durch die Gutachten. 

Was die wissenschaftliche Verarbeitung des in Wien bereits 14500 Fälle umfas- 
senden Materials betrifft, so wurden einzelne Probleme, etwa das Schulreifeproblem!), 
das Problem der Früherfassung sonderschulbedürftiger Kinder ?), die Fragen der 
Legasthenie 3), ferner das Problem des Mutismus 4) und die Folgen früher Hospita- 
ee 

1) ScHENK-DANZINGER, L., „Schulreife und Erziehungsprobleme im Rahmen des 


Anfangsunterrichtes.” in: Handbuch der Ps. Bd. 10, Göttingen 1959. GA 
P SCHEN DANN GRE L. „Erfahrungen mit Schulreifuntersuchungen" 1n: 
Sychologische Praxis, Heft 30, Basel 1962. Aen i d 
e) EE L. ,Die Frühauslese sonderschulbedürftiger Kinder 
S ERNARI E., Schulreife und heilpädagogische Früherfassung, Beiheft 15 d. Z. 
chule u. Psychologie, München 1961. ; I 
3 Soren DANAN L., „Der Zusammenhang der Legasthenie mit poderen 
aun Faktoren" in: Bericht d. III. Intern. Kongress f. Heilpädagogik, ien 


D Scuenx-D. ANZINGER, L., „Die Legasthenie. Erscheinungsformen und Abhilfen.” 
. Erzi 7 L : 
ziehung und Unterricht, 9, 196 rweigerer m der Schule" in: Kontakt- 


4) SCHENK-DANZINGER, L., „Sprechve: 
gestörte Kinder, Psychologische Praxis, Heft 29, Basel 1961. 
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lisierung 1) bereits bearbeitet und auch publiziert. Das ungeheure Material wird 
aber erst nach der Übertragung in ein Lochkartensystem in größerem Umfang aus- 
gewertet werden können. Dann werden vor allem Längsschnittuntersuchungen 
interessant sein, die Aufschluß geben können über die Entwicklung von schul- 
unreifen, hirngeschädigten, legasthenischen, schwachbefáhigten, milieugeschädig- 
ten Kindern. Diese Aufgabe ist den nächsten Jahren vorbehalten. 

Die nachfolgende Tabelle zeigt die Entwicklung der Frequenz an der schul- 
psychologischen Beratungsstelle für Pflichtschüler in Wien (ohne Schulberater). 


DIE ENTWICKLUNG DER FREQUENZ 


Anzahl der unter- 
suchten Fälle 


et E 201 
1949/50 . . j 

1950/51 . . 
1951/52. 
1952/53 . . 
1953/54 . . 
1954/55 . . 
1955/56 . . 
1956/57 .. 
1957/58 .... 
1958/59 .... 
1959/60 . . 
1960/61 


Die Schulpsychologische Beratungsstelle für höhere Lehranstalten 

Im Herbst 1950 wurde die Wiener Mittelschülerberatungsstelle gegründet, die, 
abweichend von der Organisation der Dienststelle für Pflichtschüler, eine halb- 
private und halb behórdliche Institution ist. Die Leitung liegt in der Hand eines 
Studienrates, der fast zur Gànze von der Unterrichtsverpflichtung befreit ist. ?) Die 
übrigen Mitarbeiter sind jedoch zum großen Teil keine Lehrer, sondern Fach- 
psychologen, die die Beratungstátigkeit nebenamtlich in den Nachmittags- und 
Abendstunden ausüben. Für Schüler, deren Untersuchung von der Schule gewünscht 
wird, übernimmt die Schulbehörde die Kosten der Untersuchung. Wünschen die 
Eltern selbst ein Untersuchung, oder ist eine Behandlung notwendig, dann werden 
die Eltern zur Deckung der Kosten herangezogen. 

Die Beratungsstelle hat zwei Hauptaufgaben: 


Me Die Überprüfung der Mittelschulbefáhigung und der Schul- und Berufsbahn- 
ratung. 


e SCHENK-DANZIGER, L., ,Schulprobleme von Kindern ohne frühe Mutter- 
bindung," Z. Soziale Berufe. Heft 6— 0, 1955. i 

3) BOLTERAUER, L., „Die Wiener Beratungsstelle für Mittelschüler.” Päda- 
gogische Mitteilungen des Bundesministeriums für Unterricht, Stück 2, 1953. Un 

BOLTERAUER, L., „Wozu Mittelschülerberatungsstellen?" in: Erziehung ™ 
Unterricht, VI, 1959, 


| 
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f 2. Die psychotherapeutische Betreuung der sogenannten „schwierigen Schüler), 
Wahrscheinlich angeregt durch die amerikanische Einrichtung der school- 
counsellors an den high schools, wurde an den Mittelschulen in ganz Osterreich 
das System der Studienberater entwickelt. Ein interessiertes Mitglied des Lehr- 
kórpers — sehr oft, aber keineswegs immer, ist es der Psychologieprofessor — be- 
bemüht sich als erster um lern- und verhaltensschwierige Kinder. Er tritt mit dem 
Lehrkörper und den Eltern in Verbindung, versucht Klarheit über die Lebens- und 
Arbeitsverhältnisse des Schülers zu gewinnen und kann sehr häufig Probleme im 
eigenen Wirkungsbereich bereinigen. Ist jedoch eine psychologische Untersuchung 
notwendig, so meldet er den Schüler beim schulpsychologischen Dienst an. Im 
weiteren Verlauf bleibt der Studienberater Mittler zwischen dem schulpsycholo- 
gischen Dienst, dem Schüler, seinen Eltern und den Kollegen an der Schule. 

Die Studienberater sind in einer Arbeitsgemeinschaft zusammengefaßt, die vom 
Leiter des schulpsychologischen Dienstes für Oberschulen geführt wird. In diesem 
Seminar wird Literatur diskutiert, es werden Fälle besprochen und Vortráge gehórt. 
Die Studienberater üben ihre Tátigkeit ehrenamtlich aus, sie erhalten lediglich eine 
einstündige Ermäßigung ihrer Lehrverpflichtung. Die Arbeit nimmt jedoch viel 
mehr Zeit in Anspruch. 


Der Schulpsychologische Dienst für Berufsschüler 

Auf die Initiative einer jungen Árztin geht eine Einrichtung zurück, die es meines 
Wissens überhaupt nur in Wien gibt, námlich ein. schulpsychologischer Dienst für 
Lehrlinge, die im Rahmen ihrer Berufsausbildung an ein bis zwei Tagen der Woche 
die Berufsschule besuchen. Die heutige Leiterin dieser Dienststelle hatte sich durch 
4 Jahre ehrenamtlich mit der Betreuung arbeitender Jugendlicher bescháftigt, bis 
die Schulbehörde die Nützlichkeit dieser Einrichtung erkannt und schlieBlich in 
ihr System eingegliedert hat.1) 

Diese Beratungsstelle unterscheidet sich völlig von den zuvor beschriebenen, denn 
während man bei schwierigen Pflicht- und Mittelschülern hauptsächlich Eltern und 
Lehrer berät, handelt es sich hier um eine Lebensberatung der Jugendlichen selbst, 
die ja auch in groBer Zahl allein und freiwillig die Beratungsstunden aufsuchen, um 


mit dem anderen Geschlecht zu holen. Selbstverstándlich werden auch viele 
Jugendliche wegen Versagens in der Berufsschule 
und zwar von einem Mitglied des Lehrkörpers, das 
berater wirkt, 

Das Team der Beratungsstelle besteh 
administrativen Leitung und aus einer 
Lehrern aus verschiedenen Schultypen, die Untersuchungen und Beratungen als 


Nebenberuf in den Abendstunden durchführen. Fürsorgerinnen und ein Psychiater 


Stehen dem Team zur Verfügung. Auch hier ist der Schulpsychologe Mittler zwischen 
Lehrkórper der Schule. Wegen 


dem Jugendlichen, den Eltern, dem Lehrherrnund dem Mr 
des oftmals notwendigen Lehrstellenwechsels muB er engen Kontakt mit dem 


Arbeit; ü i ` 
samt für Jugendliche pflegen + auch darin zu sehen, daB es zu den 


Eine Besonderheit dieser Einrichtung is 
Obliegenheiten der Leiterin gehórt, an den Berufsschulen Aufklärungsvorträge zu 
halten, 


t aus einer psychologischen und einer 
Reihe von psychologisch vorgebildeten 


ar mv L 
1) Schörer, I, „10 Jahre schulpey hole Beratungsstelle GC Berufs- 
schüler” Zeitachrift Die Österreichische Berufsschule, 9. Je». Heft 11, : 
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Der Schulpsychologische Dienst in den Bundesländern 

Der schulpsychologische Dienst auf dem Lande bietet überall ein organisatori- 
sches Problem, das auch dort noch nicht befriedigend gelóst wurde, wo wesentlich 
größere Geldmittel zur Verfügung stehen als in Österreich. Auch in Dänemark 
klagen die Lehrer darüber, daß man monatelang warten muß, bis ein Schulpsycho- 
loge an einer Landschule erscheint. 

Der schulpsychologische Dienst in den Bundesländern hat sich ohne zentrale | 
Lenkung sehr eigenstándig und den jeweiligen lokalen Bedürfnissen entsprechend, 
entwickelt. Er bietet daher ein buntes Bild verschiedener Organisationsformen, die 
auch über die Grenzen Osterreichs hinaus von Interesse sein kënnen für jene, die 
unter ähnlichen landschaftlichen Gegebenheiten arbeiten. 

Jedes Bundesland hat einen aus dem Lehrerstand kommenden Fachpsychologen 
als Landesreferenten. Er hat seinen Sitz in der Landeshauptstadt. Nur in Nieder- und 
Oberösterreich betreuen zwei Landesreferenten die verhaltnisma: ig groDen Bundes- 
lànder. Wegen der weitverstreuten Schulen und der oft schwierigen Verkehrs- 
probleme stützen sich die Schulpsychologen in höherem Maß, als dies in der Stadt 
notwendig ist, auf freiwillige, kursmäßig ausgebildete, Helfer unter den Lehrkräften, 
Neben den Studienberatern an den hóheren Lehranstalten gibt es die Ausbildungs- 
berater an den Hauptschulen, und zwar meldet sich an jeder Hauptschule ein Mit- 
glied des Lehrkórpers freiwillig zu dieser Tátigkeit. Ihnen obliegen etwa die gleichen 
Aufgaben wie den Studienberatern der Oberschulen. Allerdings fallen dem schulpsy- 
chologischen Dienst in den ländlichen Bezirken zwei weitere Aufgaben zu, deren Be- 
wältigung hauptsächlich in den Händen der „Laienhelfer” liegt, nämlich erstens die 
Berufsberatung der Schulmündigen, besonders dann, wenn sie weiterführende Schulen 
besuchen wollen — eine Aufgabe, die in der Stadt von den Arbeitsämtern für Jugend- 
liche erfüllt wird — zweitens die Begabtenförderung. Während in der Stadt die Aus- 
bildung von überdurchschnittlich Begabten keine besondere Schwierigkeit bereitet, 
selbst wenn die Eltern nicht begütert sind, kostet die Schulbildung des Landkindes 
unvergleichlich mehr, da es ja am Schulort wohnen muß. Dem schulpsychologischen 
Dienst obliegt die Auswahl der für die Begabtenförderung in Betracht kommenden 
Kinder, die Beschaffung von Stipendien, die Sicherung von Internatsplätzen und 
die Beratung der Eltern.!) 


Die Entwicklung in den einzelnen Bundesländern 


Ein Jahr, nachdem die schulpsychologische Beratungsstelle in Wien ihre Tätigkeit 
aufgenommen hatte, erhielt Oberösterreich einen Landesreferenten 2), dem im Jahre 
1958 ein zweiter folgte. Von den beiden Referenten werden sämtliche Schulen betreut, 
bei interner Arbeitsteilung. Volksschüler werden von den Lehrkräften oder Schul- 
leitern zur schulpsychologischen Untersuchung gemeldet, Haupt- und Mittelschüler 
von Schul-resp. Ausbildungsberatern. Zur vorbestimmten Zeit sucht einer der beiden 
Referenten die betreffenden Schulen auf. Bei der Durchführung der Prüfungen und 
bei der Beschaffung der nötigen Unterlagen werden sie von Lehrkräften resp. den 
Helfern des schulpsychologischen Dienstes unterstützt. Die Landesreferenten in 
Oberösterreich beschäftigen sich mit den Problemen der Schülerauslese und sind 
stark an der Lehrerausbildung beteiligt. 


1) SPAROWITZ, E., „Die Aufgaben des Pad: lagogisch-Psychologischen Dienstes". 
Pädagogische Mitteilungen des Bundesministeriums für Unterricht, Stück 12, 1961. 

*) SPAROWITZ, E., „Der Schulpsychologische Dienst in Oberösterreich.” Pä- 
dagogische Mitteilungen des Bundesministeriums für Unterricht, Stück 5, 1953. 
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" 1950 folgte die Steiermark mit der Gründung des schulpsychologischen Dienstes. 
Hier hat ein Landesreferent ein verháltnismáBig groBes Bundesland zu versorgen. 
Die Landschulen betreut er selbst, in der Hauptstadt Graz und in den Industrie- 
stadten hat er mit Unterstützung der örtlichen Schulbehörden schulpsychologische 
Beratungsstellen errichtet, an denen Schulberater tátig sind, die diese Arbeit nebe- 
namtlich an den Nachmittagen durchführen 1). Sie sind zwar nicht akademisch aus- 
gebildet, haben aber eine intensive psychologische Schulung, auch in der Beratungs- 
stelle in Wien und an verschiedenen Kliniken, mitgemacht. Kurse zur stándigen 
Weiterbildung, zu denen auch bedeutende Fachleute aus dem Ausland eingeladen 
werden, kennzeichnen den Idealismus der steirischen Schulberater. 

Der Landesreferent bescháftigt sich besonders mit Problemen der Leistungs- 
messung ?) und der Schulveifeuntersuchung 9). 

1952 erhielt Tirol einen Landesreferenten. Er hat seinen Sitz in Innsbruck, wohin 
er alle Kinder kommen läßt, die seiner Hilfe bedürfen. Eine psychologische Fort- 
bildung der Lehrerschaft findet mit beachtlicher Beteiligung am Padagogischen 
Institut in Innsbruck statt. 

1953 begann die Arbeit in Niederösterreich. Zu dem Referenten für das Pflicht- 
schulwesen kam 1958 ein zweiter Referent für die Oberschulen. Dem Landes- 
referenten für das Pflichtschulwesen stehen drei akademisch ausgebildete Bezirks- 
referenten zur Seite, von denen jeder in diesem großen Bundesland 7-8 Schulbezirke 
betreut. Sie reisen ständig herum und besuchen die Schulen, an denen Unter- 
suchungen durchzuführen sind. Der Landesreferent beschäftigt sich besonders mit 
Schulreifeproblemen. 

1954 konnte im Burgenland eine Landesreferentin ihre Tátigkeit aufnehmen. Die 
Arbeit in diesem Bundesland ist auf originelle Art organisiert, 4) Neben einer 
zentralen Beratungsstelle in Eisenstadt hat sich die Referentin an 5 kleineren Orten 
Beratungsstellen eingerichtet, die sie je nach Bedarf wôchentlich oder vierzehn- 
tügig aufsucht, um Untersuchungen vorzunehmen. Sie stützt sich in noch hóherem 

Maß als die übrigen Landesreferenten auf freiwillige Helfer aus der Lehrerschaft. Zur 

Betreuung der Volksschulen wurden in Kursen und Arbeitsgemeinschaften 72 

Sprengelberater ausgebildet, die jeweils einen Schulsprengel betreuen und denen 

wichtige Aufgaben zufallen. Von den Sprengelberatern werden jedes Jahr zu Schul- 

beginn alle Schulneulinge mit einem Schulreife-Gruppentest geprüft. Es obliegt 
ihnen ferner die Zuweisung der Kinder zu den Beratungsstellen und die Bereitstel- 
lung der Unterlagen. Von jedem Kind, das an einer Beratungsstelle untersucht 
wurde, erhält der Sprengelberater ein Karteiblatt, in welches das Ergebnis der 

Untersuchung sowie die Empfehlungen verzeichnet sind. Seine Aufgabe besteht nun 

in der weiteren Betreuung dieser Kinder. Der Sprengelberater überzeugt sich davon, 

ob die Empfehlungen der Schulpsychologin durchgeführt wurden und op sie sich 
auch bewähren. Sie führen somit eine Bewährungskontrolle durch und betätigen sich 

Aufgabe ist ferner die 


n im Bezirk Fürsten- 


1) Horzınger, F., „Schulpsychologische Untersuchungen E 


Do Pädagogische Mitteilungen des Bundesministeriums fü 
2) HorzincerR, F., „Leistungssteigerung durch Leistungsmessung." Wien 1955. 
2 HorzınGer, F., „Schulreife und Schullaufbahn. B 20) a eit; dea 
) Janpr, K., „Schulpsychologische Untersuchungen, | n Schule und Psychologie, 
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Weiterbildung anstreben. SchlieBlich sind die Sprengelberater an der Eltern- 
Schulung maßgeblich beteiligt. Das in Kursen und Arbeitsgemeinschaften erwor- 
bene Wissen geben sie in pádagogischen Konferenzen der übrigen Lehrerschaft 
weiter. 

Im gleichen Jahr erhielt Salzburg einen Landesreferenten, der in seiner Dienst- 
stelle am Pádagogischen Institut Untersuchungen durchführt, aber auch größere 
Orte bereist, wohin er sich Kinder aus den dortigen Schulen und aus denen der 
Umgebung kommen läßt. Im Rahmen des Pädagogischen Institutes entfaltet der 
Landesreferent eine rege Tätigkeit im Dienste der Lehrerfortbildung und der 
Schulung der Beratungslehrer. Sein wissenschaftliches Interesse gilt besonders dem 
Sitzenbleiberproblem Y) und den Schulreifeuntersuchungen 2). 

In Vorarlberg kam, nach zaghaften Anfängen, 1955 mit der Bestellung des Landes- 
referenten, die schulpsychologische Arbeit erst richtig in Schwung. Vieles kann in 
der Bregenzer Zentrale erledigt werden, aber in Anbetracht der Verkehrsverhält- 
nisse ist es nicht zu vermeiden, daß der Landesreferent die Städtchen und Dörfer 
selbst bereist. Daneben führt er mit Hilfe der Lehrerschaft Schulreifereihenunter- 
suchungen ?) durch, arbeitet an einer Eichung des KVT für Vorarlberger Kinder ?) 
und hat eine Zeugnisnotenerhebung 4) veröffentlicht. 

Als letztes Bundesland konnte auch Kärnten den Anschluß an die schulpsycho- 
logische Arbeit finden. Der erst im Jahre 1961 bestellte Landesreferent hat 2 Bera- 
tungsstellen in Klagenfurt und Villach eingerichtet, die er abwechselnd betreut und 
wohin er auch, soweit es die Verkehrsverhältnisse erlauben, Kinder aus den länd- 
lichen Bezirken kommen läßt. 


Impulse, die vom Schulpsychologischen Dienst auf das Schulwesen ausgehen 

Überall, wo schulpsychologisch gearbeitet wird, zeigen sich alsbald Rückwirkungen 
auf das Schulwesen, denn die Häufung von Fallen mit ühnlichen Schwierigkeiten in 
einer zentralen Untersuchungsstelle läßt Gemeinsamkeiten und Gesetzmäßigkeiten 
der Symptomatik selbst und ihrer Ursachen erkennen, die dem Lehrer entgehen 
müssen, weil ihm diese Schwierigkeiten nur vereinzelt begegnen. Anregungen sind 
überall in Österreich dem Schulwesen zugegangen: 


l. In Hinsicht auf das Schulreifeproblem. 

Die Entscheidungen und Verfügungen bezüglich des Schuleintrittalters, der 
Rückstellungsmöglichkeiten, in Wien auch bezüglich der Verlagerung in der Lehr- 
stoffverteilung vom ersten auf das zweite Schuljahr und der Zusammenfassung des 
ersten und zweiten Schuljahres wurden von Erfahrungen und Untersuchungen des 
Schulpsychologischen Dienstes mitbestimmt. 


2. Hinsichtlich des Sonderschulwesens. 
Während in Wien die Möglichkeit der testmäßigen Früherfassung zu einer Aus- 


1) Karas, E., „Die Sitzenbleiberfrage. Eine Untersuchung an den Pflichtschulen 
Band 8 zech moss Veróffentlichungen des Pädagogischen Institutes Salzburg, 

2) KARAs, E. und SEYFRIED, H. d i bulreifetestal 
Wien 1962. D, H., ;Handanweisung für den Schu 


3) SEYFRIED, H., „Der Konzentrationsverlaufstest” in Festschrift des Bundes- 


ministeriums für Unterricht, im Druck. 


4) SEYFRIED, H., ,,Die Leistungsbeurteil - und Hauptschulen." 
(in Vorbereitung) Dës lung an den Volks- un aup 
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weitung der schon seit langem bestehenden Allgemeinen Sonderschulen nach untern 
(Einrichtung von 1. und 2. Klassen) führte, hat die Arbeit in den Bundesländern viel 
zur Errichtung von Sonderklassen und Sonderschulen und auch von Sonderschul- 
internaten beigetragen. 


3. In bezug auf die Behandlung von Kindern mit Lese- Rechtschreibstorungen. 

Als der schulpsychologische Dienst seine Tätigkeit aufnahm, wußte niemand von 
den Schulleuten, daß es so etwas wie eine isolierte Lese-Rechtschreib-Störung bei 
normaler Intelligenz überhaupt gibt. Kinder, die von dieser Störung betroffen 
waren, kamen ohne viel Rücksicht auf ihre Intelligenz an die Hilfsschule, oder sie 
quälten sich mühsam und mit dem Stigma der Dummheit und Faulheit durch die 
Normalschule. 

Heute gibt es in Wien vier Versuchssonderklassen an der Volksschule und drei 
Versuchsklassen an der Hauptschule, in denen schwerere Fälle behandelt werden. 
Man ist eben dabei, auch eine ambulante Therapie einzurichten. 


4. In bezug auf das Linkshänderproblem. 

Noch vor wenigen Jahren wäre es undenkbar gewesen, daß ein Kind mit der 
linken Hand schreibt. Heute ist man sich über die Nachteile der „Umdressur” im 
klaren und stellt jedem Kind die Wahl der Schreibhand frei, wie dies in vielen 
europäischen Ländern schon seit langem üblich ist. 


Die zentrale Organisation 
Schon im Jahre 1946 bestand am Bundesministerium für Unterricht in Wien ein 
Referat „Schule und Beruf," 1) das sich mit den Problemen der Überleitung der 
Jugend ins Berufsleben beschäftigte. Dieses Ressort übernahm später die Agenden 
des „pädagogischen-psychologischen Dienstes” und bestellte für jedes Bundesland die 
Landesreferenten, die, im Sinne der ursprünglichen Aufgabe des Ressorts, außer den 
vorhin beschriebenen schulpsychologischen Aufgaben auch noch die sogenannten 
„Maturantenwochen” zu organisieren haben. Diese Einrichtung, dient dem Zweck, 
die Absolventen der allgemein bildenden höheren Schulen mit ihren Berufsmôglich- 
keiten vertraut zu machen. Es werden Führungen veranstaltet, auBerdem ‘werden, 
Vertreter verschiedener Berufsgruppen, etwa ein Arzt, ein Jurist, ein Offizier etc, 
eingeladen, um zu den jungen Leuten über die Probleme und Aufstiegsmöglichkeiten, 
über Studiengang und ethische Grundlage ihrer Berufe zu sprechen und Fragen zu 
beantworten. Die Schüler aus den Bundesländern werden zum Zweck der Berufs- 
orientierung in den Landeshauptstädten zusammengezogen und eine Woche lang 
internatsmäßig untergebracht. 8 
Vom Referat für Ke pádagogisch-psychologischen Dienst wurden bisher 186 
Broschüren herausgebracht, die sich mit ve iedenen Berufen bescháftigen. Diese 
werden an die Schulen verteilt und dienen besonders auch den Beratungslehrern an 
den Hauptschulen der Bundesländer. | d 
Trotz Werer, Autonomie der einzelnen Dienststellen, sowohl in fachlicher 
als auch in organisatorischer Hinsicht, wodurch sich bodenständige Lösungen 
entwickeln konnten, aber auch ein hoher Grad von Einsatzbereitschaft und Ver- 
antwortungsgefühl aller im schulpsychologischen Dienst 


Beruf’ im Bundesministerium für 
p» ministeriums für Unterricht, 


1) Timp, O., „Das Referat ‚Schule 
Unterricht." Pädagogische Mitteilungen des Bundes 
Stück 12, 1952. 
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spielt die Zentrale im. Bundesministerium doch eine bedeutende Rolle. Von hier 
werden Tagungen veranstaltet, die die leitenden Funktionäre zu Erfahrungs- 
austauch, zu Fachdiskussionen und zur Besprechung offener Probleme zusammen- 
führen. Die Finanzierung der Dienststellen liegt in der Hand der Zentrale, aber auch 
die Dotierung von wissenschaftlichen Arbeiten. Das Referat im Bundesministerium 
vertritt auch die dienstrechtlichen Interessen und die gehaltlichen Forderungen der 
Mitarbeiter. 

Mit dem neuen Schulgesetz, das 1963 in Kraft tritt, hat der schulpsychologische 
Dienst seine gesetzliche Grundlage erhalten. Es besteht die berechtigte Hoff- 
nung, daf der Einbau der Schulpsychologie in das neue Schulgesetz eine befrie- 
digende dienstrechtliche Stellung und eine der akademischen Ausbildung und 
der hohen Verantwortung entsprechende gehaltliche Einstufung bringen wird. 
Damit wäre für die österreichische Schulpsychologie die Phase der weitgehend von 
Idealismus getragenen Pionierarbeit zu einem vorläufigen Abschluß gekommen. 


LOTTE SCHENK-DANZINGER, Wien 


| 


A 
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Diez Años para resolver los Problemas Educativos de América Latina 
Santiago de Chile, 5 al 19 de marzo 1962 


La Conferencia celebrada en Santiago de Chile del 5 al 19 de marzo de 1962, sobre 
educación y desarrollo económico y social en América latina, ha rebasado en 
importancia a cuantos acontecimientos de esta naturaleza han tenido lugar en el 
Nuevo Mundo en los ultimos diez afios. Bajo los auspicios de la Unesco y de otras 
cuatro organizaciones de las Naciones Unidas, 412 expertos, ministros de educación, 
observadores de todos los paises de América latina, de los Estados Unidos, de na- 

-ciones europeas y de Israel, cooperaron estrechamente en la básqueda de soluciones 
alos problemas educativos de un conjunto de veinte países que contarán más de 
trescientos millones de habitantes en 1975. 

Sirvió de base a las deliberaciones una documentación muy completa facilitada 
por los propios ministerios de educación sobre el estado actual de la ensefianza en 
cada país y numerosos informes elaborados por las organizaciones internazionales 
sobre las relaciones existentes entre el progreso económico y social y el desarrollo de 
la educación. De esa masa considerable de documentos resulta que la población 
escolar en 1960, entre siete y los catorce afios era en la América latina de 38.180.000 
nifios, figurando inscritos en las escuelas primarias algo más de los veintiseis millones, 
0 sea el sesenta y ocho por ciento. Pero no hay sólo una masa infantil sin maestros, 
sin escuelas, sin manuales escolares sino que además la ensefianza primaria presenta 
un defecto muy grave: la deserción. De cada cien alumnos que ingresan en las aulas 
elementales sólo el 17 por ciento termina la enseñanza primaria completa y así el 
nivel general de escolaridad de los nifios latinoamericanos se calcula en un promedio, 
de 2,2 años. El número de analfabetos entre la población adulta ha sido calculado 
en un 40 por ciento del total. 

Les efectivos de la matrícula en la ensefianza secundaria son muy bajos, en total 


3.300.000 alumnos sobre una población de 19 milliones en la edad entre los 15 y 
19 años o sea el 17 por ciento. La matrícula en los establecimientos de ensefíanza 
Superior es de sólo 608.000, es decir 4 por ciento de los 17 millones de jóvenes entre 


20 y 24 aiios. Hm E 
Las recomendaciones y resoluciones preparadas por la Conferencia tienen 
cuenta la situación actual y encauzan el desarrollo escolar sobre la base de un cre- 


cimiento demográfico extraordinariamente rápido. Desde el punto de vista de e 
población América latina posee un ritmo de 2,5 por ciento de aumento, el más elevado 


del mundo. Para hacer frente a las necesidades actuales y colocar los distintos 


&rados de la ensefianza en condiciones de responder a la exigencias del crecimiento 


intelectual, industrial, agrícola y económico de 1a América latina se requerirá en los 


S n de la renta 
próxi iez añ inar el cuatro por ciento del producto bruto 
imos diez afios destinar D deberán ser completadas con 


nacional a atenciones de educación y esas sumas CP. i 
aportaciones de la ayuda bilateral cifradas en el 15 por ciento de los fondos publices 
disponibles de la Alianza para el Progreso. i 
Esta doctrina y la relacionada con el mejoramiento de he SE isses ad 
zacién de los programas y de los calendarios escolares; a E. usn 
magisterio; la preparación de especialistas en el planeamiento e 3 PEAR e 
figuran en el documento aprobado por la Conferencia al que se Een 
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“Declaración de Santiago.” Catorce ministros de educación refrendaron las delibe- 
raciones de Santiago y a juicio del Director General interino de la Unesco señor René 
Maheu "oo será pasible defraudar las esperanzas de una opinión publica despierta y 
ansiosa de lograr los medios indispensables a la lucha por la vida. Nuestras sociedades 
no viven de manera estática y frente a problemas de movilidad social y cultural las 
Soluciones han de ser originales." 

ANTONIO DE GAMARRA, Paris 


Octava Reunión de la Comisión de Construcciones Escolares 
de la Union Internacional de Arquitectos México 


Marzo 14 px 1962 Sesión inaugural: Audiencia con el sefior Presidente de la Republica Lic, Adolfo López Mateos. 


Marzo 24 pp 1962 Sesión de clausura con asistencia de los sefiores Donato Miranda Fonseca y Jaime Torres Bodet, 
Secretarios de la Presidencia y de Educación Publica de la Repüblica Mexicana. 


La reunión se celebró bajo la presidencia de Pedro Ramírez Vázquez de México, 
asistiendo observadores de ONU, UNESCO y U.LA. 

El tema principal fué el de las pequeñas escuelas rurales proyectadas para los 
paises en proceso de desarrollo. Se estudiaron con especial interés las escuelas 
construidas por Marruecos y México durante los ültimos tres afios, coincidiendo 
ambos paises en la solución de escuelas a partir de la unidad de aula con casa para el 
maestro. 

Marruecos y México presentaron los proyectos que han utilizado para sus 
escuelas prefabricadas de estructura ligera que puede ser mane jada y montada a 
mano utilizando únicamente herramientas elementales. 

México cuenta ya con 5,000 aulas construidas en un territorio de 1,964,647 de 
Km.2, mediante un sistema de cooperación que combina aportaciones vecinales de 
materiales y mano de obra con la aportación gubernamental de productos prefabri- 
cados que incluyen el mobiliario para el aula y la casa del maestro, colección de 50 
libros, proyector con cintas de material didáctico, radio y tocadiscos. Este trabajo se 
realiza conforme a un plan que resolverá la falta de escuelas y de maestros en 
México en un plazo de once años, que para el medio rural significa la construcción 
anual de 2,000 aulas así como la preparación del profesorado necesario. 

La Comisión abordó además los siguientes temas: 1) Racionalización de las cons- 
trucciones escolares (estudio para establecer un sistema mundial de coordinación en 
el uso de materiales y métodos constructivos). 2) Relaciones con el Centro Inter- 
nacional de las Construcciones Escolares fundado en 1961 en Lausana, que ya está 
€n contacto con los paises miembros de la U.LA. 3) La ONU aportó un estudio 
Sobre coordinación modular de la vivienda para su estudio y — aprovechamiento en 
las construcciones escolares, 


PEDRO Ramirez VAzquez, México 
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La IV Reunión del Comité Consultivo del Proyecto Principal 
de Educación de la Unesco Para América Latina 


Del 20 al 23 de marzo se ha celebrado en Santiago de Chile la IV Reunión del 
Comité Consultivo del Proyecto Principal de Educación de la UNESCO para 
América Latina. 

Como es sabido dicho Proyecto, obra conjunta de la UNESCO y de los países 
latinoamericanos, fué iniciado en 1957 con la finalidad de generalizar la educación 
primaria a toda la población en edad escolar y de mejorar el rendimiento técnico- 
pedagógico de la escuela. 

El Comité mencionado que celebra reuniones bienales y del que forman parte 
representantes de todos los países latinoamericanos y de los Estados Unidos, ha 
examinado el desarrollo del Proyecto Principal sobre la base de informaciones de las 
autoridades educativas recopiladas por la Secretaría de la UNESCO y de otras 
facilitadas por esta Organización, y ha estudiado un posible plan de acción para el 
futuro sobre el cual habrá de pronunciarse la próxima Conferencia General de la 
UNESCO. 

Los resultados más notables alcanzados en el orden numérico o cuantitativo desde 
la iniciación del Proyecto Principal son los siguientes: aumento de la matrícula 
escolar en ocho millones de nifios (esto supone un incremento del 34% de la matrí- 
cula, mientras que el crecimiento de la población en edad escolar fué del 1395); 
un incremento de más de ciento sesenta mil maestros y la construcción o habilita- 
ción de un nümero correlativo de aulas. Paralelamente se ha procurado por la 
UNESCO y los países el mejoramiento cualitativo de la ensefianza. A este efecto se 


ha emprendido la formación de profesores de escuelas normales, de inspectores 


escolares y de especialistas en distintos campos de la educación en las Universidades 
Asociadas al Proyecto Principal (Santiago de Chile y Sào Paulo) y en el Centro 
Interamericano de Educación Rural (Venezuela), labor que ha sido completada con 


diversos cursos o seminarios internacionales sobre problemas diversos (planeamiento 
tro ünico, estadística aplicada a la 


de la educación, escuelas completas de maes 

educación, entre otros) a cuya realización han cooperado Estados Miembros de la 
UNESCO de América (Argentina, Brasil, Colombia, Chile) y de Europa (España, 
Bélgica, Checoeslovaquia, Francia, Italia y Suiza). Para dicha labor de formación de 
dirigentes y especialistas de la educación han sido otorgadas 1.050 becas a graduados 
latinoamericanos por la UNESCO, los Estados Miembros mencionados y algunos 


organismos internacionales como la OEA y la OEI. $ 
Se ha concedido especial importancia a la formación de maestros, estableciéndose 


en distintos países de América cinco Escuelas Normales Asociadas al Proyecto 
Principal que tienen el carácter de instituciones piloto, cuyos resultados están 
influyendo en las reformas de los sistemas de preparación de maestros de países de la 
región. i : 

Igualmente se han celebrado Seminarios y cursos nacionales de perfeccionamiento 
para personal directivo y docente de la ensefianza en buena parte de los paises de 
América Latina. También han tenido excelente acogida las publicaciones del Proyec- 
to Principal. Por ültimo, ha tenido una gran resonancia la Conferencia sobre Educa- 
ción y Desarrollo Económico y Social en América Latina (5 al 19 de Marzo de 1962) 
organizada dentro del marco de actividades del Proyecto Principal. 

Se estima que para 1965 unos diez países de América Latina tendrán a toda la 
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poblacién en edad escolar en la escuela y que en 1970 habrán alcanzado ese mismo 
resultado todos los de la región. 

Los principales problemas todavía existentes en relación con las finalidades del 
Proyecto Principal son la deserción escolar, ya quesolamente terminan la escolaridad 
primaria el 17% de los que la inician, y en el orden de la eficacia de la enseñanza, la 
composición del personal docente primario (4495 de maestros no titulados en el 
conjunto de América Latina). 

El Comité Consultivo adoptó diversos acuerdos para el futuro del Proyecto; entre 
los más importantes figuran una mayor concentración de esfuerzos en torno a sus 
objetivos básicos, expansión de la educación primaria y formación de maestros a los 
que se agrega la alfabetización de adultos. Para incrementar el rendimiento escolar 
se han propuesto diversas medidas: empleo de nuevas técnicas didácticas, redistri- 
bución del námero de alumnos por maestro, mayor duración del calendario escolar, 
nivelación paulatina de alumnos en función de su edad cronológica, a cuyo efecto se 
propone que para 1963 los Gobiernos tomen medidas para que ingresen en la escuela 
todos los nifios que cumplan ese afio edad la escolar, asistencia social al escolar 
necesitado y que los planes y programas de formación de maestros y de las escuelas 
primarias respondan a las exigencias que plantea una sociedad que evoluciona 
profunda y rápidamente en el orden económico y social. 


José Brat Gimeno, Santiago de Chile 


Internationaler Kongref für zeitgemäße Leibeserziehung 
Rotterdam, 2.-9. April 1962 


In Weiterführung einer Kongreßreihe zum gleichen Thema (Obertraun/Öster- 
reich 1954 und Magglingen/Schweiz 1958) trafen sich zahlreiche führende Leibeser- 
zieher aus europäischen und außereuropäischen Ländern anläßlich des 100jährigen 
Jubiläums der Niederländischen Vereinigung von Lehrern der Leibeserziehung in 
Rotterdam. Diese Kongresse stehen in enger Verbindung mit der UNESCO, dem 
Weltrat für Leibeserziehung und Sport (ICSPE) und der Weltlehrerorganisation für 
Gesundheit, Leibeserziehung und Recreation (ICHPER), werden aber nicht von 
diesen Verbänden, sondern vom gastgebenden Land organisiert. Durch diese Vor- 
aussetzungen werden diese Kongresse zu rein wissenschaftlichen Arbeitstagungen, 
die frei von allem verbandorganisatorischem Beiwerk abgehalten werden können. 

Den Holländern ging es darum, den derzeitigen Stand der niederländischen Leibes- 
erziehung und ihrer Probleme aufzuzeigen und beides mit den Verhältnissen in den 
Nachbarländern zu vergleichen. Im Mittelpunkt des Themas stand die Schule. 
Tageweise wurden Grundschule, Mittelstufe und Oberstufe mit ihren Problemen be- 
handelt, jeweils durch ein niederlándisches Hauptreferat und zwei kurze Korreferate. 
In 10 Diskussionsgruppen wurde Sodann weiterverhandelt, und von jeder Gruppe 
konnten Fragen an die Referenten formuliert werden. Taglich wurden 3 Unter- 
richtsstunden von niederländischen Lehrern und Kindern vorgeführt, danach be- 
antworteten die Referenten die ihnen vorgelegten Fragen. 

Als Ergebnis dieser Arbeitstagung gewann jeder Teilnehmer ein plastisches Bild 
von der gegenwürtigen Lage der Leibeserziehung in Holland, die mit den gleichen 
Problemen ringt wie in allen anderen europäischen Ländern: Mangel an Übungs- 
státten, an Lehrkráften und dn Zeit innerhalb des Schulplans. Systematik und 
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Methode der Leibeserziehung in Holland sind angelehnt an das Natürliche Turnen 

| der Österreicher, haben sich aber in eigenstandiger Problematik weiterentwickelt. — 
Der nächste Kongreß dieser Serie wird 1966 in Deutschland stattfinden. 


KonrAD PASCHEN, Hamburg 


Internationale Konferenz über Schulbuchverbesserung 


Im Mai 1962 wurde in Goslar eine durch die Deutsche UNESCO-Kommission 

veranstaltete Internationale Konferenz über Schulbuchverbesserung im Sinne des 

l! UNESCO-Hauptvorhabens „Kulturaustausch zwischen Ost und West" mit Beteili- 

gung von. Experten aus 21 Staaten abgehalten. Diese Konferenz setzte die Be- 

mühungen der vorigen Konferenzen zu diesem Thema in Paris (1956), Tokio (1958) 

und Wellington (1960), sowie der Konferenz der Herausgeber von Schulbüchern in 
Genf (1961) fort. 

Im Geiste einer aufrichtigen Völkerverständigung wurde das wichtige Thema der 
Konferenz in drei Arbeitsgruppen, welche 1. die Grundsätze für die Verbesserung der 
Schulbücher, 2. die praktischen Methoden, wie die Schulbücher im Sinne der Haupt- 
aufgabe zu verbessern wären, 3. die Aufgaben der Herausgeber der Schulbücher 
dabei erörterten, eingehend studiert. Es ist natürlich, daß es dabei im Zusammen- 
hang mit einigen theoretischen sowie praktischen Problemen zu Meinungsverschie- 
denheiten kam, und zwar nicht nur in den Gruppen, sondern auch in den Plenar- 
sitzungen in Diskussionen über den Vortrag von Prof. T. Karasawa aus Tokio und 
über die drei Gruppenberichte in den letzten Tagen der Konferenz. Die Gruppen- 
berichte sowie die Schlußvorschläge für die UNESCO und ihre Mitgliedsstaaten, für 
die nationalen Kommissionen der UNESCO, für die Regierungen, Herausgeber und 
Organisationen der Lehrer und Wissenschaftler und eine Reihe von allgemeinen 
Vorschlägen wurden zuletzt einstimmig angenommen. 

Die Ergebnisse der Konferenz können grundsätzlich als positiv bewertet werden, 
da sie sowohl eine Erweiterung, als auch eine Präzisierung der früheren Arbeiten 
auf dem Gebiete der Verbesserung der Schulbücher und anderer Materialien im 
Sinne des UNESCO-Hauptvorhabens „Kulturaustausch zwischen Ost und West" be- 
deuten. Als wichtig ist u.a., die Diskussion hervorzuheben, daß die Begriffe Ost- 
West nicht definiert sind und daß sie das Problem nicht einengen sollten, da es sich 
doch grundsátzlich um eine Verbesserung der Schulbücher und anderer Lehrmittel 
in allen Ländern der Welt handelt, Ebenso wichtig ist die Feststellung, daB die 

n zur Völkerverstän- 


Erziehung zum. gegenseitigen Verständnis und infolgedesse 


digung nicht nur eine Angelegenheit des Geschichtsunterrichts, $ r 
Geographie, des Literaturunterrichts, des Fremdsprachenunterrichts ist. 

Es wurden acht Grundsätze für die Vorbereitung der Schulbücher festgelegt, und 
zwar 1. Richtigkeit des Inhalts vom. wissenschaftlichen Standpunkt, 2. Obj E 
3. gleiche qualitative Behandlung aller Lander, 4. neueste Materialien un D 
tistiken, 5. Auswahl des Grundlehrstoffes, 6. Abbildungen der gegenwartigen Ent- 
wicklung in Lehrbüchern für Erdkunde, 7. " issenschaftliche Erklärung geschicht- 


licher und geographischer Tatsachen, 8. Enthaltung aller Äußerungen von Haß und 


Mißachtung anderer Völker oder Rassen. e 6 
Beim Besprechen dieses letzten Grundsatzes wurde mit Recht io ee ade 
daß die Schulbücher in einigen Ländern mit den Grundsätzen und Empfehlung! 


sondern ebenso der 
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UNESCO nicht in Einklang sind. Es wäre z.B. empfehlenswert, die Geschichte und 
die Geographie in den Lehrbiichern auf besonderen Treffen deutscher, sowjetischer, 
tschechoslowakischer und polnischer -Experten zu diskutieren. In den Schluß- 
empfehlungen der Konferenz werden solche Treffen allgemein empfohlen. 

Als sehr konkreter Beitrag der Konferenz können Themenverzeichnisse zum Ge- 
schichtsunterricht im Sinne des Ost-West-Verständnisses angesehen werden, und 
zwar Themenkreise für östliche und westliche Lànder, dazu gemeinsame Themen- 
kreise für Ost und West. 

Ebenso gründlich wurden die Mittel zur Verbesserung der Schulbücher und die 
Rolle der Herausgeber der Schulbücher in den anderen zwei Gruppen besprochen, 
Dabei zeigte es sich, daß zur Erreichung befriedigender Resultate im Bereich der 
Schulbücher ebenso die Tátigkeit der UNESCO in Zusammenarbeit mit den Mit- 
gliedstaaten, wie auch die Aktivitat der nationalen Kommissionen gesteigert wer- 
den muß, wozu die Mitarbeit der Regierungen, der Herausgeber von Schulbüchern, 
der wissenschaftlichen und Lehrerorganisationen nótig ist. 

VILEM Peca, Praha 


International Seminar on Progress in Science and Technology 
and Adult Education, Prague, June 1962 


The rapid progress of science and technology leads to major changes in the 
educational system, arousing new needs and creating new problems. Adult education 
— in the sense of continued education of those already at work — is especially affected. 

The Czechoslovak National Commission for UNESCO, in co-operation with 
UNESCO organized three international seminars under the common title Progress 
in Science and Technology and Adult Education. The seminars were held in Prague 
simultaneously from June 27 till July 3, 1962, with 47 participants from 22 countries. 

The first seminar dealt with general problems of adult education in the conditions 
of a rapid Progress of science and technology. Participants stressed that one of the 
main tasks of adult education was the all-around harmonious development of human 
personality and that specialized and general education should not in general be 
rigidly separated, but should be carried out within the same institutional framework 
in such a way that the more practical aspects are based on broad cultural foun- 
dations, while the cultural understanding remains related to practice. 

It was also emphasized that education in science and technology must be regarded 
as a continuous process that goes on throughout life. Schools must stimulate in 
Pupils a desire for further education and adopt such teaching methods that make 
easier the transition from school to adult education. It was recommended that 
institutions responsible for training schoolteachers should introduce into their 
curricula the study of the aims, organization and methods of adult education. 

With regard to methods of adult education, the following points were specially 
stressed: the study of the methods and Principles of science is at least as important 
as the acquisition of a mass of knowledge: science is best taught by involving 
students in active Participation in scientific research; the teaching should be done 
in close connection with life: it should not be designed merely to inform, but to 
stimulate, to develop initiative, to encourage independent methods of study. 

The second seminar dealt with the role of popular science literature in adult 
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education. The participants suggested to UNESCO to publish a bulletin giving a list 
of books published in all countries on the popularization of science and to choose 
those which should be translated into other languages; to organize exhibitions: of 
the best books and periodicals; and to select the best book on the popularization of 
science and technology for an annual international prize. 

The third seminar, on the importance of audio-visual aids in adult education, 
recommended to create a world centre of technical audio-visual aids; to transform. 
the exhibition of technical audio-visual aids, installed in Prague during the seminar, 
into an ambulant exhibition of UNESCO; to proclaim the Exhibition of Film and 
Photographic Techniques INTERCAMERA in Praguea permanent world exhibition 
for research on effectiveness of audio-visual aids; to organize within the framework 
of UNESCO the exchange of educational television and broadcast programmes. 

The participants of all the three seminars unanimously expressed their con- 
viction that it would be of immense help to education and culture, if agreement could 
be reached on general and total disarmament and if resources hitherto spent on 
armaments could be devoted to peaceful purposes. They also stressed that adult 
education can make its full contribution to the progress of mankind only if itis based. 
on the idea of peaceful co-existence and co-operation among nations. 


Jan AUERHAN, Praha 


Education for International Understanding 
Report on an. International Seminar held at Prague, July 1962 


Hotel International, Prague, was the venue of the eighth Unesco Institute Seminar 


on Education for International Understanding. 
A senior official from Unesco Headquarters, Paris, and twenty-seven educa- 


tionists from twenty-four countries large and small, dependent and independent, 


old and new, in five continents, attended this international and “multi-racial” 
seminar, which the Unesco Institute for Education, Hamburg, and the Czecho- 
slovak Commission for Unesco had organized and staffed jointly. 


The Prague Seminar departed from previous practice: for the first time heads of 


various schools, school inspectors, officials from ministries of education and equiva- 
lent bodies, lecturers in teacher training colleges, class teachers, experts in radio and 
television and in out-of-school activities, were represented at the same Seminar - 
a commendable innovation. Work done by seven previous seminars, held in France, 
the Federal Republic of Germany, Italy, Norway, Austria, Turkey and Sweden, 


successively, was respected. EH Sa, 
Descriptions of the distinctive roles and responsibilities of school principals, 
inspectors and ministry officials in the education systems of every country repre- 
sented, served as an important prelude to our discussions. Important, because they 
indicated what unity and what diversity exists in education among the countries 
ing our subject from many stand- 


Tepresent i cessity for explorin; 
presented, underlined the ne ity cu si dom DOBERA See 


Points and helped us to formulate positive app 3 
country m and of others not represented but similarly affected. Duce 
Various participants presented short papers covering a wide range i op x 
designed to outline problems and current trends and to stimulate subseque 
discussion. “Education for international understanding under conditions of tension, 
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""The contributions of research and evaluation to the improvement of programmes 
of teaching for international understanding," ''Achievements and problems of 
multi-racial schools,” and “Teaching abroad: opportunities and problems,” provide 
an appetising sample of the fare we were offered. ï 

Participants, recognizing the universal right to education of every person, further 
agreed that “education for international understanding" was now an urgent 
necessity and indispensable part of education at all levels, everywhere. 

This tremendous undertaking demands that every educator plays his part. Our 
seminar stressed its belief that those who direct educational policy and practice bear 
a grave and decisive responsibility to the human race. We were also mindful of the 
work of individuals, who severally contribute to the success or failure of this mission. 

During many working sessions, participants examined and explored different 
ways in which educationists charged with devising syllabi and curricula, those who 
co-ordinate the work of teachers at various levels, and those who prepare and 
prescribe teaching materials can offer assistance, mutual and practical, in cultivating 
and transmitting desirable attitudes, ideas and values of teaching for international 
understanding, in the course of developing programmes, institutions and media 
equal to this undertaking. 

Optimism pervaded our deliberations. One felt that despite considerable diffi- 
culties and differences our goal was neither remote nor fanciful, but desirable, 
attainable, practicable. Several participants reported progressive increases in efforts 
towards and better provisions for education for international understanding in 
recent years in countries known to them. ` 

The quasi-exclusive use of English at the Seminar had obvious advantages and 
disadvantages too. Those for whom English is not a widely used language, were 
probably handicapped throughout. Their contributions to the seminar were probably 
proportionately limited by this fact too, with a consequent, if not significant loss to. 
the discussions, quantitatively andqualitatively. Accordingly participants endorsed 
a recommendation that in future, due consideration be given to the use of two of 
Unesco's four working languages, so that the linguistic experience of the various 

` participants be more accurately mirrored. 

Our programme afforded us opportunities to visit some of the monuments. 
significant to the people of Czechoslovakia : notably the Prague Castle, the National 
Museum of Technology and the International Young Pioneer's Camp at Séc — and 
to get glimpses of the modern theatre at work in Prague. All these experiences and 
the many manifestations of interest for our well-being shown by the people of 
Czechoslovakia were, in my opinion, part and parcel of our own education in 
international understanding. Significant but perhaps accidental, was the fact that 
we met in Prague — a city whose past and present testifies to a mixture of cultural 
values — a point the visitor cannot miss, Hotel International, with its international 
clientéle was another lesson in education for international understanding. 

The spirit of frankness, good-humour, Bive-and-take and respect which character- 
ized our deliberations throughout is a tribute to all concerned. No one could be 
unappreciative of the success of the seminar in social and human terms. My fervent 
hope is that all those who were privileged to share in the experiences of the Prague 
Seminar would keep alive, and Successfully transmit, that same spirit to their 
colleagues everywhere. 

Dapune Currie, Trinidad 


| 
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The Ninth International Congress of Linguists 
Cambridge, Mass., August 27-31, 1962 


The Ninth International Congress of Linguists, the latest of a series which started 
in 1928, was the first to be held in the Western Hemisphere. With Professor Einar 
Haugen of the University of Wisconsin as its President, and Professor William N. 
Locke of Massachusetts Institute of Technology as its Secretary General, it convened 
for one busy week in Cambridge, meetings being held on the campuses of both 
Massachusetts Institute of Technology and Harvard University. The 766 registrants 
included 243 from outside the United States, or 32 per cent (Europe, including U.K. 
and U.S.S.R., 157; Far East, 26; Canada, 21; Africa, 12; Latin America, 8; 
Middle East, 7; Near East, 7; Australia, 5). 

The way was paved for the Congress with the publication of Trends in European 
and American Linguistics, 1930-1960, edited by C. Mohrmann, A. Sommerfelt, and 
J. Whatmough (Utrecht: Spectrum Publishers 1961), a collection of papers on recent 
developments in linguistics in the U. S. and several European countries, including a 
paper by W. G. Moulton on foreign language teaching in the U. S. At the Congress 
itself, presentations were made in three types of sessions: five plenary sessions, 
13 section meetings, and some 40 group meetings. A fat volume of preprints made 
available to Congress registrants contained abstracts of 123 papers offered at the 
group meetings and complete texts of the 64 papers scheduled for the group meetings 
and plenary sessions. The topics considered ranged widely, but reflected a rather 
consistent concern with problems of linguistic theory, both in the field of synchronic 
descriptive linguistics and in the field of diachronic comparative linguistics. This 
was particularly true of the papers discussed at the plenary sessions, where J. 
Kurylowicz (Poland) and A. Martinet (France) considered the theoretical bases of 
methods in comparative linguistics, while N. Chomsky (U. S. A.) and E. Benveniste 
(France) addressed themselves to the logical bases of descriptive linguistic theory. 
Chomsky attracted much attention with his extensions of linguistic theory into the 
territory of psychology. Although N. D. Andreyev (U.S.S.R.) was not able to be 
present, his paper, scheduled for a plenary session, was presented and discussed by 
V. Yngve; concerned with linguistic aspects of translation, it touched on problems 
of semantic analysis which came in for much attention in other sessions of the 
Congress. 

There was, in fact, a distinctly contemporary S 
Congress, with the concern for mathematical linguistics, mechanical translation, and 
the use of computers for linguistic analysis. The ability of a linguist to make a 
machine do his bidding lends a new kind of validity to his work. Nevertheless, 
doubts were voiced that mathematical linguistics was really a field of linguistics. 

‘An educator in attendance at the Congress, depending on his predilections, would 


have been able to find a number of meetings which considered problems of applied 


linguistics. One session was devoted explicitly to language teac! ing; also, the Center 
nformal session in which 


for Applied Linguistics (Washington, D. C.) arranged an it d i 
applied linguists from a number of countries recounted developments in A 
language teaching. During the course of the Congress, several papers Were r' on 


Problems of bilingualism and language contact; A- Tabouret-Keller (France), for 


example, pointed to non-linguistic, social factorsin bilingualism, and several speakers 
discussed multilingual situations, as in India. “Sociolinguistics” was a term given 


flavor in the proceedings of the 
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greater currency by its use at the Congress. But the educator would also have done 
well to turn his attention to some of the purely theoretical discussion of language 
Structure. If transformation Brammar, for example, as developed particularly by 
Chomsky, offers a means of describing, better than heretofore, how speakers generate 
sentences in a language, it should have something to say, one would think, about 
how to teach people to generate such sentences in a language. This sort of possibility, 
however, was given practically no attention at the Congress. It is too early to say 
whether the use of linguistic science in education will really get under way. 


Jonn B. CARROLL, Cambridge, Mass. (U.S.A.) 


| 
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BOOK REVIEWS - BUCHBESPRECHUNGEN - 
ANALYSES BIBLIOGRAPHIQUES 


Varzey, Jong, The Economics of Education. London: Faber & Faber 
1962, pp. 165. 


John Vaizey, bekannt durch seine ausgezeichnete Monographie über die Kosten 
der Schulen und Hochschulen im Vereinigten Königreich (The Costs of Education. 
London: Allen & Unwin 1958), legt mit seinem neuen Buch eine Einführung in die 
Theorie der Bildungsókonomie vor. Es geht ihm darum, wie er einleitend sagt, das 
Instrumentarium der ókonomischen Theorie auf den Bildungsbereich anzuwenden 
und zusammenzufassen, was viele Einzelarbeiten dazu bereits beigetragen haben. 
Welche Fülle solcher Untersuchungen von Teilgebieten der Bildungsökonomie 
bereits vorliegen, zeigt die dem Buch beigegebene Auswahlbibliographie. 

Es ehrt den Verfasser, daß er im ersten Kapitel versucht, sein Unternehmen als 
Fortführung einer langen Tradition ökonomischen Interesses für die Bildungsarbeit 
darzustellen. Er berichtet über einschlägige Gedanken in den Werken von Adam 
Smith, David Hume, David Ricardo, John Stuart Mill, Alfred Marshall, Karl Marx 
und anderen. Viele ökonomische Denker haben sich hin und wieder mit der Frage 
befaßt, wie weit der wirtschaftliche Wohlstand durch Bildungseinrichtungen bedingt 
ist und ob diese Einrichtungen wirtschaftlich betrieben werden. Man findet solche 
Gedanken auch bei deutschen Ökonomen, vor allem bei Friedrich List. Die Be- 
schäftigung mit Bildungsfragen scheint mir aber in der älteren ökonomischen 
Theorie im ganzen nur periphere Bedeutung gehabt zu haben. In der ökonomischen 
Theorie der ersten Hälfte dieses Jahrhunderts ist das Interesse für den Bildungs- 
bereich auch als Randmotiv nur noch selten zu finden. Die seit einigen Jahren stark 
zunehmende Hinwendung zur Bildungsökonomie als Wissenschaft erscheint mir 
daher eher als ein Novum, als eine Art Mutation im ökonomischen Denken. Fast 
alle in Vaizeys Literaturauswahl angeführten Untersuchungen aus diesem Jahr- 
hundert sind in den Jahren seit 1955 erschienen. 

In den folgenden zwei Kapiteln erörtert Vaizey die Frage, wie weit Bildung als 
Konsum oder Investition zu verstehen ist, welchen Ertrag der Bildungsaufwand 
bringt, und welche praktischen Konsequenzen sich aus den Antworten hierauf er- 
geben können. Die Fülle der in diesem Zusammenhang noch zu klärenden Probleme 
wird in knappen, oft brillianten Hinweisen angedeutet. An einigen Punkten wird 


» eine tiefergehende Analyse angesetzt. Der Bildungsaufwand dient zugleich dem 


Konsum und der Investition. Der Charakter der Bildung als dauerhaftes Konsumgut 
und als hohen Ertrag bringende Anlage überwiegt. Bildung zu fördern, liegt im. 
privaten wie im öffentlichen Interesse. Einige Theoretiker, unter denen Milton 
Friedmann besonders hervorgetreten ist, überbewerten nach Ansicht Vaizeys den 
Privaten Charakter des Bildungsbemühens und das Elternrecht. Wenn man, wie 
Milton es tut, die Nachfrage der Eltern nach Bildungseinrichtungen als schlechthin 
maßgebend betrachtet, so kommt das öffentliche Interesse zu kurz. Vaizey betont, 
daB viele Eitern das wahre Interesse ihrer Kinder nicht erkennen oder vernach- 
lässigen. ,, Education, indeed, can in a substantial degree be regarded as an inter- 
vention to save the individual from the family (S. 29).” Aus dieser Auffassung und 
aus der Einsicht in die Rolle der Bildung im Produktivitätswachstum einerseits, in 
der Verteilung andererseits ergeben sich mancherlei Empfehlungen für die Art der 


Finanzierung von Bildungseinrichtungen. 
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Die Kapitel über die finanzwirtschaftlichen Aspekte des Bildungswesens betonen 
die Mängel der Vergleichbarkeit in den. vorliegenden Statistiken. Das vorhandene . 
Material erscheint aber auch Vaizey ausreichend, um eine Tendenz festzustellen, 
derzufolge der Bildungsaufwand überall einen wachsenden Teil vorn wachsenden. 
Sozialprodukt in Anspruch nimmt. Da Áhnliches vom Gesundheitswesen, von den ` 


Beispiel der Pláne Nigerias, Pakistans und Griechenlands eine Reihe von allgemeinen 
Zusammenhängen klar, die für Vorhaben der Bildungshilfe auch in anderen Ländern 
von Bedeutung sind. 


FRIEDRICH Eppıng, Frankfurt/Main 


FosHAY, ARTHUR W., THORNDIKE, RoBERT L., Horyat, FERNAND 
PIDGEON, DoucrLAs A. and WALKER, Davin W., Educational Achievements 
of Thirteen-Y ear-Olds in Twelve Countries. Hamburg: Unesco Institute for 
Education 1962. pp. 68, DM 4. ` 


In an article on the methodology of comparative education C. Arnold Anderson 
pointed out only recently (International Review of Education, vol. 7, no. 1, pp. 7-8, 
1961) that “the major missing link" was the scarcity of comparative information 
about the results of the educational process in different countries. The project re- 
ported in this volume, a cooperative international research project involving twelve 
national research bureaux, has, therefore, considerable significance, not only be- 
cause of the substance of its findings but even more because of the experience gained 
A iis problems of extending the methods of empirical research into the comparative 

eld. 

The aim of the project was to discover the possibilities and difficulties of carrying 
out an international study of scholastic achievements. Since the national centres 
taking part Were working with no special funds, time, or staff, it was clear that 


Concerned. Hence, from the outset, limitations were placed upon the substantial 
findings that were possible. This is not 4 criticism of the project. It is merely a 


Nevertheless some very Suggestive and important findings emerged. It is clear, for 
xample, that the range of differences that are found in the performance of children 
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within each different school system is likely to be very much greater than the 
variation between national means. It is clear too, as one might expect, that tests of 
al information (e.g. in geography) show greater variation from system to 
system than tests of more generalized skills (e.g. reading); but a rather unexpected 
‘finding was that the reading tests showed less international variation than the 
"presumably culture-free non-verbal intellectual ability tests. 

|. The findings are suggestive, too, in their indication of the extent to which different 
‘countries place different emphases upon different subjects. For example, in Belgium 
mathematics was relatively highly developed as compared with reading compre- 
hension, while in Yugoslavia the reverse was the case; and, while science is relatively 
"better developed in the USA and Germany than is mathematics, in Poland and 
France the opposite is the case. Many other interesting comparisons are made, also. 
T Owing, however, to the non-representative nature of the sampling, no comparison 
could be made between the absolute levels of achievement of the children in the 
lifferent countries, and the authors cautiously refrained from reporting their data 
on this point, so that misleading and possibly mischievous comparisons could not 
be made by readers who ignored the sampling defects. 

“The findings as a whole are more than sufficient to prove the feasibility of con- 
ducting precise and comprehensive comparative studies in the future. This is 
especially the case since the study indicated that the technical problem of con- 
“structing internationally valid achievement tests, though difficult, is by no means 
insuperable. It has been shown, for example, that tests can be constructed in which 
| the relative difficulty of the different items remains fairly constant for different 
countries, and that safeguards can be devised to prevent tests from changing in 
nature and difficulty when they are conducted in different countries. The most 
“difficult problem, it would seem, will be to obtain sufficiently accurate information 
- on the socio-economic and educational background of parents for proper sampling 


of “streaming” in England and Scotland on the dispersion of test scores. 
" It is to be hoped that ways and means will be found for making more compre- 
hensive studies of this kind, now that their feasibility has been demonstrated. 


G. W. Parxyn, Wellington, New Zealand 


3 CREMIN, LAWRENCE A., The Transformation of the School. Progressivism 
Lin American Education 1876-1957. New York: Alfred A. Knopf 1961, pp. 


| Xi--387 --xxiv. 


Rarely do the pronouncements in the editorial “blurbs” coincide with the reality 
actually represented by the book that is advertised. But Cremin's work is rightly 
Presented as a “landmark”. Everybody knows how uncritical and undocumented 
any present-day histories of education are and how hazardous a task it is to try to 
‘tell thoroughly and objectively a chapter of very recent history such as that which 
Closed with the death of the progressive education movement in 1957. 
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L. A. Cremin, Professor of Education and Chairman of the Department of Social M 
and Philosophical Foundations of Education at Teachers College, Columbia, 
University, has undertaken this frightening enterprise. As a historian and socia 
Scientist as well as an educator, he has been able to bring to his subject an exception: 
al breadth of view. Most of all, he has approached this task of historical exploratio 
with the attitude of a thoroughgoing critic determined to see clearly into the matte 
and to avoid all sorts of intellectual compromise. 

The questions he has attempted to answer through his painstaking search am 
clearly stated at the beginning of the book: “What was this progressive education. 
movement that in two generations worked a transforming influence on American #% 
education? When did it begin? Who sponsored it? What were its contributions? { 
What happened to it? And what, if anything, remains of it? Is it quite dead as its 
critics believe, or are the reports of its demise, in Mark Twain's words, very mu 
exaggerated ?” The replies to each one of these questions are of extreme interest nof 
only to the American educator but also to today's European educators and ed 
cationists who look upon the achievements of American education as a unive 
asset, P 

While Cremin has disclosed with uncompromising honesty the shortcomings 
contradictions of the progressive movement in American education, he has on 


education the overnight invention of one prophet named John Dewey. It is t! à 
author's conviction that progressive education in its beginnings was but a part of a 
larger social movement destined to fulfil a special function in the renewal of Ameri 
can life and society since the post-Civil War period. “Actually”, Cremin explains, 
“progressive education began as part of a vast humanitarian effort to apply thi 
promise of American life — the ideal of government by, of, and for the people — di 

. the puzzling new urban-industrial civilization that came into being during the latte! 
half of the nineteenth century. The word progressive provides the clue to what ity 
really was: the educational phase of American Progressivism writ large. In effect, Ü 
progressive education began as Progressivism in education: a many-sided effort to Í 
use the schools to improve the lives of individuals”. (p. viii) 

The consequences were manifold. The first was the broadening of the programme 
and function of the school so as to include concern not only for intellectual develop 
ment but for health, vocational guidance, and the acculturation of immigrant 
families. Progressive education meant, secondly, the adaptation of the new scientific , 
Principles (belonging chiefly to the anthropological sciences) to pedagogical theory.» 
And, thirdly, it meant the attempt of numerous pioneers at tailoring instruction 
more and more to the different kinds and classes of children who were being brought: 
within the purview of a democratized school. 

Cremin discusses the contributions of a number of educational reformers (like 
Horace Mann, William T. Harris, G. Stanley Hall, Charles W. Eliot, William James, 
Edward L. Thorndike, John Dewey, Charles Van Hise, Caroline Pratt, Margaret’? 
Naumburg, William H. Kilpatrick, Boyd H. Bode, George S. Counts, and Harold ^! 
Rugg); he describes and appraises the programmes of the leading progressive Í 
Schools, and he estimates the impact of Progressivism on the public schools at large. =] 
Finally, he recounts the history of the Progressive Education Association from its, | 
organization in 1919 to its dissolution in 1955, examining its relationship to the 
larger progressive education movement. 

Assuredly, the reader will be particularly curious about the reasons that deter d 
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mined the abrupt and rather dismal end of a movement that had for more than a 
_ half-century commanded the loyalty of influential segments of the American public. 
‘The author gives no less than seven answers (pp. 348-351) to this query. Basically, 
the movement had lost its main raison d'étre by becoming fossilized in certain static 
attitudes and by missing the opportunity to adapt itself anew to the changing 
“conditions of American society. Some new trend has been bred out of progressivism 
in order to resume its former intellectual vitality (it may be mentioned here that 
“Th. Brameld’s Reconstructionism, which is briefly quoted by Cremin in a footnote, 
p.333, constitutes an attempt at reviving certain progressive implications, but 
_with no success). However, it can safely be said that progressivism, notwithstanding 
| a timelessness about many of the problems raised and the solutions proposed, is 
ead because it lost contact with the demands of a newly emerging society. 

. We believe that the originality of Prof. Cremin's view lies mainly in that educa- 
ion is envisaged within the larger frame of the social and cultural conditionings of a 
historical era thereby affording a deeper explanation of educational phenomena. 

_A fresh and impartial reappraisal of a historical event that is still subject to 
leated controversy requires the talent of a gifted historian. Prof. Cremin has been 
able to fulfil this task excellently. 


Ke? 


Renzo TITONE, Rome 


‚DE Wrrr, NicnoLas, Education and Professional Employment in the 
USSR. Washington: National Science Foundation 1961. pp. 856. $ 5.50. 


+ Seit seinem 1955 erschienenen Buch Soviet Professional Manpower — Its Edu- 
cation, Training, and Supply gilt Nicholas De Witt, Mitarbeiter am Russian 
Research Center der Harvard University, als einer der fiihrenden amerikanischen 
Fachleute für das sowjetische Erziehungswesen. Sein neues umfangreiches Werk 
[Techtfertigt diesen Ruf. In der Fülle der hier zusammengetragenen, sorgfaltig ge- 
_ Priiften und übersichtlich geordneten Informationen übertrifft es alle vergleich- 
baren Darstellungen, einschlieBlich der in der Sowjetunion selbst erschienenen. Es 
kommt dem Verfasser vor allem darauf an, ein umfassendes Bild der vom Staat 
bestimmten Ausbildung jener Bevölkerungsschicht zu entwerfen, die man — etwas 
unscharf — als „sowjetische Intelligenz" bezeichnet und die für das ökonomische 
Machtpotential der UdSSR von ausschlaggebender Bedeutung ist. Dabei spielt das 
Verhältnis von planwirtschaftlichem System und Bildungswesen die größte 
Rolle, besteht doch gerade in der Ausrichtung des Schulsystems auf die ökonomi- 
schen Bedürfnisse des Staates eine Besonderheit des sowjetischen Systems. De Witt 
ist der Auffassung, daß eine solche Betrachtung der Bedeutung und dem Gehalt der 
Sowjetischen Erziehung eher gerecht wird als eine primär an der Ideologie orientier- 
te. Er ist sogar der Meinung, daß sich die Sowjetunion in einem Dilemma zwischen 
d den Anforderungen ihrer rasanten industriellen Entwicklung einerseits und den 
‚Zielen der kommunistischen Ideologie andererseits befindet, was u.a. in der Diffe- 
Tenzierung der Bildungswege und der dadurch bedingten sozialen Schichtung zum 
Ausdruck kommt. 
` Das Buch gliedert sich in sechs Hauptkapitel und einen 270 Seiten záhlenden 
ang mit statistischen Tabellen, detaillierten Quellennachweisen, Bibliographie 
ind Register. Gerade die äußerst präzise Dokumentation verleiht dem Werk be- 
Een Wert als gediegene Informationsquelle für fast alle Bereiche des sowjeti- 
E X ^ 
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Schen Bildungswesens. Die einzelnen Kapitel behandeln die allgemeine Stellung 
von Schule und Hochschule im gesellschaftlichen und politischen Gesamtgefiige der 
Sowjetunion, die verschiedenen Ausbildungsbereiche (primary and secondary 
education, vocational and semiprofessional education, higher professional education), 
die Heranbildung des wissenschaftlichen Nachwuchses und schlieBlich den Platz, 
den die ,,Intelligenz'"' in Wirtschaft und Gesellschaft einnimmt. Den sehr wichtigen 
und schwer durchschaubaren Bereich der betrieblichen Ausbildung und Fortbildung 
(training on the job), der für die Masse der sowjetischen Arbeiter und Kolchosbauern 
nach wie vor die Grundform der Berufsausbildung darstellt, behandelt das Buch 
— entsprechend seiner auf die ,,Oberschicht" begrenzten Fragestellung — leider 
nicht. 

Aus der Fülle der sich aufdrángenden und von De Witt teilweise selbst herausge-' 
stellten SchluBfolgerungen mógen zwei Beispiele herausgegriffen werden, die unter 
dem Gesichtspunkt der Vergleichenden Erziehungswissenschaft besonders interes- 
sant erscheinen, Aus dem statistischen Material wird evident, daß der Bildungsstand 
der erwachsenen sowjetischen Bevólkerung um 1960, gemessen an der dure 
lich absolvierten Schulzeit (die Halfte weniger als 4 Jahre), demjenigen der USA um 
die Jahrhundertwendeentspricht, daß in der Zahlder akademisch Gebildeten aber nur 
ein Rückstand von 20 Jahren besteht. Die Wachstumsrate übertrifft sogar diejenige 
in den USA. Wie in einem Spiegel lassen sich hieran die unterschiedlichen kulturel- 
len Voraussetzungen und bildungspolitischen MaBnahmen in beiden Landern able- 
sen, die jedoch in den folgenden Jahrzehnten einer gewissen Angleichung des Aus- 
bildungsstandes weichen dürften, allerdings mit sehr erheblichen Unterschieden in | 
bestimmten Sektoren. Die daran ankniipfende weitere Frage zielt auf die qualitati- 
ven Unterschiede individueller Bildung und die Funktion der ,,Gebildeten" in einer 
»offenen'' oder ,,geschlossenen’’ Gesellschaft — Probleme, die jenseits quantitativer 
Analysen liegen, die aber auf dem Material aufbauen müssen, das durch das Buch 
von De Witt für die Sowjetunion in so reichem MaBe bereitgestellt wird. 


OSKAR ANWEILER, Hamburg 


-ANWEILER, Oskar und MEYER, KLAUS, Die Sowjetische Bildungspolitik 
seit 1917. Heidelberg: Quelle & Meyer 1961. 


With this one-volume selection of documents on Soviet educational policy from 
1917 to the present the authors have provided a very much needed aid for the study 
of the history of Soviet education. They rightly point out that no such collection is 
available in any other language, and even in Russian there is no single complete 
work on the subject. The bulk of the volume consists of the laws, decrees and 
directives that have determined Soviet education since its beginning. There are 
also à number of reports, speeches and articles by leading party and state officials 
attempting to justify or explain the reversals and changes of educational policy 
which took place in different periods. In an extensive and useful introduction the 
authors review the entire history and comment on the significance of the most im- 
portant landmarks and shifts of educational policy. 

Any such selection is of course to some extent dependent on the compilers' sense 
of importance as to what should be included and what omitted. In the reviewer's 
judgment, less space might have been given to administrative, procedural and 
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organizational matters and rather more to educational changes related to significant 
changes in social and cultural policy. Thus the documentation of the Stalinist 
‘rewriting of history textbooks in the middle thirties could have been more extensive 
by including the texts of the so-called Remarks of Stalin, Kiroy and Zhdanov of 
January 27, 1936, and of the comments of the jury on the competition for the 
elementary history text which were published August 22, 1937. One also misses 
materials on the acceptance of Pavlovian psychology in 1950, and on the Marr 
controversy of the same year, both of which had educational repercussions. The 
documentation of the current Soviet school reform might have included such 
conflicting views as were expressed in 1958 by N. Versilin, on the one hand, and by 
G. Zelenko, director of the Labor Reserves on the other. This would have directed 
attention to the different and not always compatible motives of the school reform, 
the difficulties of which have since become apparent. 
In the translation of Soviet terminology, which no one would regard a thankful 
task, the authors have for the most part succeeded in finding clear and meaningful 
equivalents in German. I would only quarrel with the uniform translation of kafedra 
as Lehrstuhl, or chair. It may mean that, but the more common meaning is what in 
English is called department, and for which a German equivalent would have to be 
improvised. It sounds awkward to say, for example, "der Lehrstuhl für Marxismus- 
Leninismus arbeitet nicht als wissenschaftliches Kollektiv” (p. 273), because in 
Western academic usage a chair is a position held by one professor and not by a 
group. In Soviet usage, however, kafedra usually refers to the professors, lecturers 
and assistants who teach, and who conduct and supervise research in, a given 
subject. 
These are but minor critical comments and they do not detract from the value of 
this volume, which is a product of conscientious scholarship. One only wishes that 
à comparable work would soon become available in English. 


FREDERIC LircE, Berkeley, Cal. 


Education in Japan. 


National Surveys of Scholastic Achievement — Japan. 1961. pp. 31. 
National Surveys of Educational Expenditures — Japan. 1961. pp. 57. 
Demand and Supply for Graduates [rom Secondary Schools and Universities 
= Japan. 1961. pp. 69. 

Education in 1960 — Japan. Annual Report of the Ministry of Education. 
1962. pp. 195. 

_ Youth Education in a Changing Society — Japan. 1961. pp. VIII + 159. 
— Education in Japan. Graphic Presentation. Revised in May 1961. pp. 141. 


The growth of the Japanese economy since 1945 has been one of the most remark- 
able stories in world economic history. In some years the growth has exceeded 15%, 
and only rarely has it fallen below 10%. The result is that the Japanese, of all the 

ian countries, have passed into a stage of high economic and social development. 

+ standard of living of the people as a whole is not dissimilar to that of the people 


Southern Europe, and the standard of living of people in the towns is higher still. 
Part of the cause of this growth has undoubtedly been the widespread availability 
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of education of all kinds. The spread of education was an important part of the late 
nineteenth century and early twentieth century reforms, but it is since 1945 that 
the most dramatic developments have taken place. 

These documents are superbly well produced and Education in Japan — Graphic 
Presentation provides the most informative and impressive description of an 
educational system that is known to me. It becomes clear that if economic growth 
takes place at a high rate, and there is a determination that education shall take a 
significant part of the fruits of this expansion, the possibility of educational de- 
velopment is almost unlimited. The commitment to educational expansion, however, 
has to be there, and undoubtedly the Japanese have had this commitment. It has 
also been expressed in the most careful planning, based upon the most detailed 
statistical knowledge of the educational system and its relation to the economy as 
a whole. The percentage of national income devoted to education has varied between 
4j and 6. The expansion of education has not been achieved by increasing the 
percentage devoted to it, because since 1955 it has in fact fairly consistently fallen, 
but rather by seeing that the national income rises immensely quickly. At the same 
time, of course, a substantial change in the demographic situation of the Japanese 
people has taken place, and the prospect is of a stabilization or possibly a fall in the 
number of school-children. 

The improvement in education as well as the rise in living standards has un- 
doubtedly contributed to the fall in the birth-rate — first by raising the standards of 
families to a level where birth-control becomes a practical possibility, and secondly 
by increasing the cost of having a family, because the earnings of children can no | 
longer make any contribution to their upkeep. This is an aspect of the place of 
education in economic growth which has been unduly neglected in the past. 

The Japanese have undertaken an investigation of the levels of school achievement. 
This investigation is, of course, important, particularly as they attempt to relate 
the achievement to the number of years spent in school, and the amount of money 
spent on educational facilities. What the test results seem to do is to cast doubt upon 
the validity of individualistic psychological investigation; as is known in other 
countries, the chief influence on academic attainment is the size of the community 
in which people live — thus in large towns people do better than those in the country, 
and those in big schools do better than those in small schools. There was no close 
relationship between years of study and expenditure, and the results of the pupils. 
Clearly Japanese educational research would benefit from a shift away from narrow 
psychological tests to a consideration of the social and economic backgrounds of the 
pupils in Japanese schools. 

All in all these documents are a worthy record of a magnificent achievement, and 
deserve to be very widely studied throughout the world. à 

Joux Varzev, Oxford 


Japanese National Commission for Unesco: Japan, its Land, People 
and Culture. Tokyo: Ministry of Education 1958. pp. 1077,3000. 


The big problem the editors of this ambitious book had to face was its length. The 
total survey of a country can be doneina relatively few pages or in a set of volumes 
of many pages each. It all depends upon the desired degree of detail. The 1077 pages 
of this book, double columned and liberally interspersed with attractice photo- | 
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graphs, cover every aspect of Japan, its people and their life. Yet, while the scope is 
encyclopaedic, it is difficult to recognize just what purpose this book is intended to 
serve. For the specialist, the chapters dealing with his particular interests will 
undoubtedly be much too general to tell him anything new. For the layman, unless 
his curiosity about Japan is of truly catholic range, many chapters will have no 
special attraction and those which do, he will possibly find somewhat sketchy. There 
can be no doubt however that anyone willing to plow through this heavy tome will 
gain a good general impression of Japan, although it will be a somewhat one-sided 
one. For while there is no apparent attempt at hiding the seamy side of Japanese 
life, yet such delicate subjects as Japan's imperialism in Asia, the maldistribution of 
economic wealth, the police state methods of her past political system, the limited 
opportunities for higher education in the pre-war period, or, more generally, the 
undesirable social institutions remaining from feudalistic times, are usually only 
hinted at and always treated very gingerly, if at all. 

One of the striking impressions left by the book is the rather stunning change 
which came to almost every facet of Japanese life after the war, most often (and for 
better or worse) under the impact of the American occupation, which, however, is 
almost totally ignored in this book. What the long-run effect of the many reforms 
will be cannot be foretold at this time, of course. There are forces in Japan — not 
very evident in this book — bent upon maintaining the status quo ante bellum, 
including unfortunately some features of the police state and the rigid class system 
prevalent until Japan's defeat. However, many innovations strike at the roots of 
Japanese life. They are of a rather fundamental nature and bound to leave some 
permanent traces. This is particularly evident in the growth of the labor movement, 
the improved status of women, the modernization of education, and the progress of 
the social sciences. In the name of 'democratization' vast new sections of the 
population have become active in public life and, under the influence of advances in 
education and social science, have generally had the effect of liberalizing the social 
System. The historical accounts in the various sections of the book demonstrate 
this clearly. It is particularly true of the educational system, to which a large 
Chapter is devoted. Postwar reforms have tended to under-emphasize knowledge 
and Strengthen individualism, social adaptability, and civic-mindedness. Unfortu- 
nately, these significant changes in educational philosophy are mentioned only 
briefly. Most attention is given to the more technical aspects of the educational 
System, such as statistics of school population and attendance; distribution of 
Course work and curriculum; teacher education ; school administration; and physical 
facilities, Perhaps a rather disappointing trend and rather surprising in the face of 
Postwar attempts at political education is the decline in the importance of the 
Student movement. Instead of remaining in the forefront of social movements, 
Students appear to limit their interests now to school matters. This may be the 
Tesult of the growing need of students to earn their living and growing pressure 
~gnored by the book — from conservative forces. 

It is difficult to recommend this book as a general introduction to acquaintance 
with J apan. However, as a quick reference on almost any subject dealing with 
Japan it should prove useful, providing the reader keeps in mind that, although 
Most of the contributors write in their private capacity, the book is published by 


the Government of J apan. 


Werner Levi, Honolulu 
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ROCZNIKI DYDAKTYCZNE, pod redakcją JOZEFA PIETERA i MARIANA 
Janusza, tom I: Dydaktyka Szkoły Wyższej. Gliwice 1961. Tom II: 
Materialy do Bibliografii Dydaktyki Szkoly Wyäszej. Gliwice 1961. 


Cette volumineuse Didactique de l'Enseignement Supérieur, est une sorte de livre 
d'or, édité en souvenir des journées d'études organisées en 1958 en Silésie par les 
soins de l'Ecole Supérieure Pédagogique à Katowice et de la Polytechnique silésienne 
à Gliwice. : 

Le premier volume contient des rapports et des communications présentés au 
Congrés, ainsi que les discussions qui les ont suivis; le second, une bibliographie 
des publications pédagogiques (enseignement supérieur) polonaises parues entre 
les années 1944 et 1960. 

L'ensemble des communications a été centré sur les problémes généraux touchant 
la didactique de l'école supérieure. L'éventail des thémes abordés au cours de ces 
3 jours de réunions est assez ample et ne manque pas d'intérét, étant donné que les 
sujets traités préoccupent suffisamment les enseignants du monde entier. Les 
méthodes d'enseignement (cours, travaux pratiques, séminaires) y compris les 
questions relatives à la direction des théses ou diplómes, problémes des examens et 
des stages ont été successivement évoqués par les conférenciers, aussi bien scienti- 
fiques qu'humanistes, afin d'établir des directives didactiques pour les écoles 
supérieures de tous genres. Par contre, les recherches sur les conditions du travail 
et les moyens de le faire organiser par les étudiants eux-mémes, ont été, sauf dans 
certains rapports (comme p.ex. celui de Siemieñski, présenté comme fragment 
d'une monographie d'une grande valeur scientifique, publiée depuis comme un 
ouvrage à part), relativement peu explorées. 

L'ouvrage reproduit néanmoins fidélement les problémes des enseignants polonais 
qui cherchent à résoudre les questions délicates, particuliéres à la Pologne (pénurie 
de spécialistes, de locaux de matériel didactique, etc.). 

Si, comme il résulte du climat général des communications, l'enseignement 4 
polonais revêt un caractère utilitaire, où la science pour la science apparaît comme 
unluxe vain, ce fait pourrait s'expliquer par les besoins toujours urgents de spécialistes 
dans un pays qui, décimé par la guerre, a perdu une partie de son patrimoine culturel. 
Les conférenciers qui soulignent l'importance du cóté utilitaire de l'enseignement 
universitaire, se référent en méme temps aux observations des étudiants eux-mémes, 
désireux d'apprendre avant tout ce qui leur servira dans leur future profession. 
Leurs critiques portent surtout sur la présentation des cours qui devraient étre 
soignés aussi bien du point de vue qualitatif que quantitatif et n'étre en aucun cas 
une copie des manuels que l'étudiant peut consulter en dehors. Pour montrer 
l'importance que les enseignants polonais attachent à la correction de leur langue 
maternelle et au maintien de sa dignité il suffit de faire observer qu'ils seraient 
tentés de refuser le diplóme aux étudiants, méme trés compétents dans la matiére 
Choisie, si leur connaissance de la langue est insuffisante. Ils sont probablement 
nombreux ceux qui dans d'autres pays voudraient y souscrire. 

Il est évident que cette publication d'un caractère pratique vise à être utile. D'au- 
tres problémes importants évoqués au cours de ce Congrés, tels quela formation des 
maitres et des spécialistes dans d'autres professions, le róle des assistants, le délicat 
problème de la réconversion rapide des candidats qui ont fait fausse route en 
s’aventurant dans la pédagogie pour laquelle ils ne se sont pas montré doués, la | ! 
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relativité de l'estimation du travail des étudiants au moyen des notes (ce qui est 
valable également pour les examens universitaires), révélent les mémes soucis, 
les mémes préoccupations qu'ont d'autres enseignants sur le plan international. 

Les rapporteurs polonais ont-ils trouvé des solutions aux problémes épineux qui 
ont retenu leur attention pendant ces journées d'études? L'échange d'idées qui 
leur a servi de point de départ, aidera peut-étre à trouver un jour une solution, ou 
plutót des solutions, pour redresser le niveau de l'école supérieure. 

Si cet ouvrage reproduit fidélement les points cruciaux qui préoccupent les en- 
seignants polonais, il renseigne aussi indirectement sur les conditions de travail 
combien difficiles parfois des universitaires et des étudiants polonais. C'est 
probablement ce domaine qui constituera le principal centre d'intérét du lecteur 
étranger. C'est un livre honnéte et courageux qui mérite d'étre lu attentivement. 


B. MaGIERSKA, Paris 


WISEMAN, STEPHEN (Ed.), Examinations and English Education. Man- 
chester: Manchester University Press 1961. pp. XX + 188. 


Die Veróffentlichung gibt sechs Vortráge wieder, die auf einem Symposion in der 
School of Education an der Universität Manchester im Herbst 1959 gehalten wurden, 
ergänzt durch einen Aufsatz, der notwendig wurde, um das Thema nach dem Er- 
Scheinen des Crowther Reports abzurunden. 

Prüfungen haben innerhalb eines Schulsystems eine dreifache Aufgabe: Sie die- 
nen der Erhaltung eines bestimmten Standards, besonders wenn das Erziehungs- 
System weitgehend dezentralisiert ist, wie es in England der Fall ist. Sie ermóglichen 
der Schulverwaltung eine Kontrolle über den Leistungsstand in den verschiedenen 
Schulen und Schulbezirken, und für den einzelnen Schüler bedeuten sie das Tor zu 
bestimmten Schul- und Berufslaufbahnen und damit zu bestimmten Schichten 
innerhalb der Gesellschaft; sei es daB sie den Ausweis einer bestimmten Schulbil- 
dung darstellen oder aber als Zulassungsprüfung die Schwelle zu bestimmten Lauf- 
bahnen bilden. 

Damit erfüllen sie zugleich eine Auslesefunktion innerhalb der Erziehungssysteme 
und erweisen sich als wesentlicher Faktor für die soziale Mobilität innerhalb der 
modernen Gesellschaft. In dieser haben alle Schulen eine doppelte Aufgabe: einmal 
das Bildungsbedürfnis des einzelnen zu befriedigen und zum anderen bestimmte 
Aufgaben der bestehenden Gesellschaft zu erfüllen. Dabei ist das Verhältnis zwi- 
Schen der Erziehungsfunktion und der Auslesefunktion variabel. Da die Schulen 
ihrem Wesen gemäß die größere Bedeutung auf ihre Erziehungsfunktion legen 
müssen, ergibt sich immer wieder die Notwendigkeit, den Einfluß des Examens auf 
die Schule zu überprüfen, besonders wenn das System der Examina grundlegend 
geändert worden ist, wie es in England mit der Einführung des General Certificate of 
Education (G.C.E.) 1951 geschehen ist. Außerdem gehören nach Matthew Arnold 
Examen zur „Maschinerie’’, die sich nur dann von größtem Wert für den einzelnen 
Wie für die Gesamtheit erweist, wenn sie möglichst vollkommen ist und wirksam 
eingesetzt wird. 

Von dem Standpunkt aus, daß Prüfungen nicht nur ein notwendiges Übel, 
Sondern ein einsichtig und sinnvoll zu handhabendes Mittel sind, das einen notwen- 
digen Ort innerhalb eines jeden Erziehungssystems hat, werden die Probleme in den 
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einzelnen Beitrágen entwickelt. Historisch wird das Verhältnis von Prüfung und 
Erziehung für das englische Schulwesen von Norman Morris (An Historian’s View 
of Examinations), grundsátzlich von Stephen Wiseman (in der Einleitung und in 
seinem Beitrag The Efficiency of Examinations) und R.A.C. Oliver (Examining 
General Education und Education and Selection) dargestellt. AuBerdem werden 
die besonderen Examensprobleme fiir die einzelnen Schularten abgehandelt (J. A. 
Petch: Examinations and the Grammar School, B. C. Lucia Examinations and 
the Modern School und Stephen Wiseman: Examinations and the Primary School). 
Dabei kommt das für die gegenwártige Erziehungssituation in England so cha- 
rakteristische Problem des Backwash-Effects von Prüfungen auf den Lehrplan 
und die Arbeit der Schule immer wieder zur Darstellung. Z.B.: Infolge der star- 
ken Spezialisierung, die auf der Oberstufe der englischen grammar school (sixth 
form) als Folgewirkung des G.C.E. eingetreten ist, bereiten sich die Schüler praktisch 
nur noch auf die 2 oder 3 Fácher vor, in denen sie im Advanced Level ihr Examen 
ablegen wollen. Dadurch ist eine gesunde Relation zwischen den verschiedenen 
Fáchern im Lehrplan der Oberstufe gefährdet. Die Grundfrage nach dem Verhältnis 
der geisteswissenschaftlichen zu den naturwissenschaftlichen Fachern in ihrer 
Bedeutung für die Weiterentwicklung der englischen hóheren Schule wird deshalb 
unter dem Aspekt der Prüfungsbestimmungen eingehend diskutiert. 

Die Frage, ob auch für die Volksschuloberstufe (secondary modern school) Qualifi- 
kationsprüfungen eingeführt werden sollten, um einmal ihre Schüler für die Ar- 
beit in einer verlàngerten Oberstufe zu motivieren, und zum anderen die wün- 
schenswerte Hebung des Leistungsstandards und des Ansehens dieser Schule in der 
Offentlichkeit zu erreichen, wird in England im allgemeinen bejaht. Dabei werden die 
mit jedem zu breit ausgebauten Prüfungswesen heraufbeschworenen Nachteile für 
die Volksschule deutlich gesehen; trotzdem scheint die secondary modern school dem 
Streben nach Berechtigungsprüfungen starker nachzugeben, als ihrer gesunden 
Entwicklung gut ist. So ist es wahrscheinlich kein Zufall, daß ein Symposion über 
die Rolle des Examens innerhalb der Erziehung als dringend notwendig empfunden 
wurde. Die Zeit war 1959 reif für eine solche kritische Überprüfung. Einerseits hatte 
die Spezialisierung innerhalb der Oberstufe der grammar school ein Ausmaß ange- 
nommen, daß darüber die berechtigten Belange einer balanced education gefähr- 
det erschienen, andererseits hatte das G.C.E. mit seinem Ordinary Level in den 
anderen Schularten zu einer Überbewertung der „akademischen” Zweige der Unter- 
richtsarbeit geführt, so daB die Secondary modern school stellenweise in die Gefahr 
geriet, durch die Vorbereitung auf das G.C.E. ihre eigentliche Aufgabe, nämlich für 
das Gros ihrer Schüler die notwendigen Bildungsinhalte und Arbeitsweisen zu ent- 
wickeln, zu vernachlässigen. Von daher wird auch das Bestreben verständlich, für 
die secondary modern school andere, mehr auf die Bedürfnisse ihrer Schüler zuge- 
schnittene Prüfungen einzuführen. In unserer gegenwärtigen Gesellschaft scheint 
eine Aufwertung der Volksschuloberstufe ohne die Möglichkeit, mit ihrem Abschluß 
bestimmte Prüfungen abzulegen und Berechtigungen zu erwerben, offenbar nicht 
möglich zu sein. 

Das vorliegende Buch ist nicht nur für denjenigen bedeutsam, der sich besonders 
über das englische Schulwesen orientieren möchte; es wird darüber hinaus interes- 
sant für alle diejenigen, die geneigt sind, in der Einzellösung eines Landes den Sonder- 
fall eines allgemeinen Problems zu sehen, weil in den Vorträgen immer wieder Grund- 
fragen heutiger Erziehung auf dem Hintergrund der englischen Entwicklung kon- 
kret ausgebreitet werden. 

WALTER SCHULTZE, Frankfurt/Main 
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FURNEAUX, W. D., The Chosen Few. An examination of some aspects of 
university selection in Britain. London: Oxford University Press 1961. 
pp. 245. 


It is difficult to review this book for an international audience. Although the 
author, recognizing that “all forms of selection are legitimate objects for public 
concern" introduces his work with a most useful "Summary" and attempts to 
translate the designs and operations connected with the selective process into terms 
understandable also for the layman, he is bound to offer a considerable amount of 
statistics. Moreover, speaking to his countrymen about their particular institutions, 
procedures and troubles he cannot avoid a specifically English terminology which 
will be easily understood only by them and the teachers in the former and present 
dominions of the English commonwealth which have formed their educational 
pattern according to the British. 

Further difficulties will arise for those used to centralized and thoroughly 
integrated school systems, for the English forms of schooling and selection have 
grown out of a tradition of decentralization which the English themselves — not 
without a certain ironical pride — have sometimes called “chaotic”. In earlier times 
this chaos worked pleasantly for the “chosen few” — then chosen according to 
birth — until the middle of the nineteenth century, when the English people asked 
for increasing participation in government and in education. And they did so not 
only in order to eliminate social injustice, but also because with Oxford, Cambridge 
and the old Public Schools having a virtual monopoly on professional advancement, 
England was in danger of falling educationally and industrially behind other 
countries, especially Germany. 

Thus there came about a considerable number of school reports and school 
reforms, particularly that of 1944, which somehow managed to combine the heritage 
of decentralization with government control, the old class system with democratic 
justice, and selection according to intellectual promise and personality with an 
open door policy on the part of the universities. 

This is, of course, a complicated development, and one cannot but admire the 
English for the skill, wisdom and courage with which they have proceeded. The’ 
book by Mr. Furneaux is the most recent document on this transformation. It 
deserves our particular attention since it deals with the intricate problem that 
arises when a country attempts to achieve a synthesis between the postulate of 
equality and the demand for quality and historical continuity. This, of course, takes 
time, and the institutions of the old order seem still to be somewhat averse to public 
Scrutiny, provided the reviewer has understood correctly the statement (p. xiv) that 
"Insuperable difficulties unfortunately arose which made it impossible to carry out 
any work at either Oxford or Cambridge”. On the other hand, the University of 
Sheffield, as a representative “modern institution”, provided facilities for the 
Tesearch unit under Mr. Furneaux’ direction during the period 1949 to 1955. Certain- 
ly the wealth of statistical material (especially on the relation between grammar 
School and university) now permits the interested reader to get an insight into the 
British problems of selection. 

Here are briefly some of the main points. 

1. The children of semi-skilled and unskilled workers are much less likely to pass 


the examinations for entry to the selective secondary school (called “grammar 
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school” in England) than those from middle and upper class families. They also 
show a ‘progressive deterioration throughout the grammar school course" when 
compared with the more privileged. However, once the children of workers have 
climbed up to the last grade of grammar school, the social class determinants cease 
to operate. Talent and persistence have then won out over the social and cultural 
disadvantage. 

2. About 20 per cent of primary school children succeed in the so-called “11+.” 
examination, which involves admission to grammar school. Unfortunately, a 
considerable number of children who might accomplish at least average results 
in grammar school and eventually go on into some form of higher education enter 
the so-called secondary “modern school” (the equivalent of the upper elementary 
grades on the continent) which allows the graduate little, if any, opportunity 
for later professional advancement. Thus here, as in every country, talent is wasted. 

3, As a consequence of the high birth-rate, applications to universities will 
increase rapidly from 1960 onwards and reach a peak between 1964 and 1968. If 
men and women are regarded as interchangeable statistical units (which, however, 
is doubtful because many of the women will marry) then the number of university 
graduates will be sufficient to fill the professional needs during the next decade. 

4. Nearly 90 per cent of all boys who leave grammar school with advanced-level 
grades in the G. C. E. (General Certificate of Education) apply to universities. But 
17 per cent of them encounter difficulties during their university education. Twenty 
per cent have emotional difficulties of one sort or another, whereas ill health 
constitutes a problem for only 3 per cent. (May this latter happy situation be the 
result of English public health legislation after World War II ?) One half of the 
advanced-level graduates from grammar school should be able to achieve a good 
honours degree in the university. 

5. For the officers in the university admission committees the results of the 
grammar school examinations provide the most reliable indication as to a candi- 
date's success. Personal reports of the headmasters and other people are of minor 
validity. 

6. The great majority of those entrusted with the responsibility of selection "do 
their work conscientiously and with devotion, but are guided by a mixture of 
empiricism, tradition, and personal experience" which does not always produce the 
most valid results. 

Tn spite of the inevitable national limitations of the conclusions revealed in The 
Chosen Few I believe that they are of general significance. The statistician will learn 
from the care and expertness with which Mr. Furneaux and his staff have secured 
and handled the pertinent material. And those engaged in educational policy on a 
national scale as well as those entrusted with the difficult business of examining and 
admitting will have ample opportunity to compare their own experiences — and also 
their own inner scruples — with their British colleagues. Never has there been so 
much need for an exchange of ideas in the field of selection as at present. We all 
should be grateful to the author of this book and The Nuffield Foundation which 
now can add The Chosen Few to its five other important educational documents. 


Mary Ewen Uticu, Wellesley, Mass. 
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MURPHY, GARDNER, Freeing Intelligence Through Teaching — A Dialectic 
of the Rational and the Personal (John Dewey Society Lectureship — 
Number Four). New York: Harper Bros. 1961. pp. 64, $ 2.50. 

Runes, DAGOBERT D., The Art of Thinking. New York: Philosophical 


Library 1961. pp. 90, $ 2.75. 
Runes, DAGOBERT D., Letters to My Teacher. New York: Philosophical 


Library 1961. pp. 105, $ 2.75. 


Every society is confronted with the need to cultivate its total human potential, 
and in seeking to do so finds itself faced with two possible and apparently opposed 
interpretations of human growth and learning. One of these pictures education as a 
production system with identifiable goals to be reached by streamlining subject 
matter and experience to fit the emerging thought structures of the child. The 
problem, in other words, is seen as one of devising a suitable programme for these 
little homeostatic computers to ensure that they develop into the technologist 
citizens of the future. This trend is already established in the U.S.S.R. and is fast 
becoming visible in American practice, where post-sputnik anxiety has produced an 
urgent demand to "make education more efficient". All this is in sharp reaction to 
what is labelled as the ''soft'' pedagogy of the recent past deriving from the emphasis 
upon "irrational" elements so prominent in the thought of Rousseau, James, Freud 
and Dewey. 

But even now from time to time there is heard a still small voice insisting that the 
rational and irrational are inseparable, that thought is at its richest and reaches its 
highest potential in the service of feeling, that love is the parent of reason, that 
"education is a matter of passion because passion is the mother of understanding”. 
This view of human growth and development can be underpinned in terms of 
modern evolutionary psycho-biology, although it represents also an older wisdom, 
It demands that the impulses to know and to gratify organic needs be seen as but 
aspects of one reality. The actual world, in its externality as cosmos, and its in- 
ternality as self, has a demand character which is in resonance with the built-in 
search for and assimilation of experience characteristic of the growing human being. 
Men make themselves through their relations with one another, and all education is 
a two-way transaction between learner and teacher in which thought and feeling 
are intimately fused. j 

Nowhere recently has this voice spoken more clearly, distinctly and persuasively 
than in Gardner Murphy's Freeing Intelligence Through Teaching. This is a brilliant 
Short essay in fundamentals. Here one feels is the essence of the educational issue 
Stated simply and elegantly; here is an indispensable primer for all students of 
education, Nothing could be more timely. d 

The two books by Dagobert Runes both consist of a series of short reflections, 
Pensées, on themes closely related to Murphy's major thesis. There is much of 
abiding wisdom here, but the voice is at times decidedly shrill and prejudiced toward 
the claims of the peoples of the West to be the major, or even the sole guardians of 
freedom and enlightenment. By insisting that “the guide to wisdom is the heart 
4nd the heart alone", Runes fails to reach the truth which Murphy so brilliantly 
expounds — that love and reason are one. 


Ben Morais, Bristol 


486 BOOK REVIEWS — BUCHBESPRECHUNGEN 


Von CUBE, FELIX, Allgemeinbildung oder produktive Einseitigkeit. 
Stuttgart: Ernst Klett Verlag 1960, pp. 99. 


Der Verfasser dieses Buches ist Mathematiker und Pädagoge. Ebenso ist er - 
Praktiker. Er führt uns in diesem Werk in ein Gebiet voller Widersprüche, in dem 
sich — wie in einer Linse — politische, didaktische, soziologische, organisatorische und 
epistemologische Probleme der gegenwärtigen Schulreform konzentrieren. Dieses 
Buch ist nicht einfach die übliche Kurzfassung oder , kritische" Erörterung solcher 
Werke Kerschensteiners wie z.B. Das Grundaxiom des Bildwngsprozesses oder 
Theorie der Bildung. Es ist, und das muB betont werden, eine originelle und selb- 
ständige Arbeit mit der Absicht 1. die Widersprüche der modernen Bildungstheorie ; 
aufzuzeigen und 2. Wege zu weisen, um sie zu überwinden. Obgleich der Verfasser 
im Schaffen Kerschensteiners wurzelt, ist er trotzdem bemüht, auf diesem so 
komplizierten Gebiet darüber hinauszugehen. Und dieser Schritt vorwärts gelingt 
ihm, Auf diese Weise enthüllt von Cube nicht nur den Traditionalismus, die Meta- 
physik der Argumentation und die epistemologische Einseitigkeit mancher moder- 
ner Theoretiker, sondern auch so manche Lücke und so manche Antinomie der 
Bildungstheorie Kerschensteiners selbst. Von Cube deckt u.a. auch gewisse Inkon- 
sequenzen organisatorisch-politischer Natur des Verfassers des Buches Der Begriff 
der Arbeitsschule auf. Indem er sich der didaktischen, mathematischen und kyber- 
netischen Argumentation bedient, bewahrt von Cube eine anerkennenswerte Logik. 
Wenn gesagt wurde, daB er manche Widersprüche ebenfalls in Kerschensteiners 
Bildungstheorie bloBlegt, dann lohnt es sich auch hinzuzufügen, daf es von Cube 
gelungen ist, in Vergessenheit geratene, aber aktuelle und äuBerst reale theoretische 
Erwägungen der Didaktik Kerschensteiners wieder zu entdecken. Ich denke dabei 
an 1. den allgemeinbildenden Wert des Naturkundeunterrichts, 2. den allgemein- 
bildenden Wert des Unterrichts in produktiver Arbeit und 3. die Nützlichkeit der 
elementaren einleitenden Fertigkeit der manuellen Arbeit mittels einfacher Werk- 
zeuge. Zwar erscheint Unterricht in manueller Arbeit den Vertretern einer rein 
technisch-mechanistischen Auffassung als überlebt und altmodisch. Aber für den 
tiefersehenden und in moderneren Kategorien denkenden Theoretiker einer allge- 
meinen und polytechnischen Bildung sowie der Berufserziehung, besonders für den, 
der die produktive Arbeit nicht zum Fetisch macht und der zwischen dem Unter- 
richt in produktiver Arbeit und produktiver Arbeit als solcher unterscheiden kann — 
für diesen ist der Umgang mit einfachen Werkzeugen, die Beherrschung der elemen- 
taren Technologie des Papiers, des Holzes, und des Metalls die Grundlage der All- 
gemeinbildung, sozusagen die ,Fibel", Grammatik" und „Orthographie” der 
technischen Kultur eines jeden Menschen. 

Im Gegensatz zu den metaphysischen und traditionalistischen Konzeptionen der 
Allgemeinbildung, aber in Übereinstimmung mit den modernen Entwicklungen in 
der Erkenntnistheorie, in der Technik, in der Soziologie, in der experimentellen 
Psychologie, in der Padagogik wie auch in der Kybernetik, verteidigt von Cube 
konsequent den Standpunkt, daB bildende Elemente von bleibendem Wert nicht 
nur in der klassischen Philologie (und überhaupt in Humanoria), sondern auch in 
allgemeinbildenden Fachern des mathematisch-naturwissenschaftlichen Zyklus 
sowie in Fächern des technischen Zyklus liegen. Damit soll nicht gesagt sein, daß 
von Cube den Standpunkt der polytechnischen Bildungstheorie einnimmt. Wit 
haben keine Unterlagen für eine derartige Behauptung. Wir wollen damit lediglich 
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feststellen, daB Gründlichkeit und wissenschaftliche Konsequenz den Verfasser des 
Buches an einen solchen Standpunkt angenáhert haben. Die Kritik der Littschen 
Bildungstheorie und zugleich die Darlegung des Standpunktes Kerschensteiners 
ermóglichen es uns so, den Standort von Cubes zu bestimmen. Von Cubes Fahigkeit, 
diese drei bildenden Wissensbereiche, die die Persónlichkeit des Menschen formen 
(die Humanoria, den naturwissenschaftlichen und den technischen Kreis) wahrzu- 
nehmen, basiert auf Momenten persónlicher Natur, schópferischer Gründlichkeit, 
wissenschaftlicher Konsequenz und eigener Erfahrung sowie auf einer Kenntnis der 
Didaktik Kerschensteiners, der Dialektik Hegels sowie den epistemologischen Kon- 
sequenzen der Kybernetik, Gelang es doch von Cube in Anlehnung u.a. an die 
kybernetische Argumentation auf lakonische, jedoch prázise und logische Art, den 
ganzen Archaismus, demnach die vóllige Untauglichkeit all dieser pádagogischen 
Schulen aufzudecken, die lediglich in der Philologie und in den Humanoria bildende 
Werte sehen. Vielleicht bedeutet das Studium dieses Werkes gerade deshalb eine 
besonders interessante und lehrreiche Lektüre. Es ist allerdings keine leichte 
Lektüre. Sie verlangt vom Leser Intelligenz, Sammlung und eine gewisse Vorberei- 
tung auf dem Gebiet der Erkenntnistheorie und der Didaktik. Jedem, der diesen 
Voraussetzungen entspricht, eróffnet dieses Buch nicht nur ein neues Blickfeld auf 
Probleme der gegenwärtigen allgemeinen und technischen Bildungstheorie, klärt 
den Leser nicht nur auf, welche die Funktionen der allgemeinbildenden Schule 
in der industrialisierten Gesellschaft in der zweiten Hälfte des 20. Jahrhunderts sind, 
sondern zeigt auch die ganze Kompliziertheit der modernen Didaktik und ihre 
Dramatik. Dies bezieht sich nicht allein auf die Struktur und den Inhalt der Schule, 
sondern u.a. auch auf das Problem der Veranlagungen. In sämtlichen Gesellschaften, 
die anerkennen, daß Umwandlung, Bewegung, Überwindung des Traditionalismus 
und Bezwingung der seit Jahrzehnten angesammelten Widersprüche in der zweiten 
Hälfte des 20. Jahrhunderts notwendig sind, hat sich das Interesse an der Proble- 
matik der Allgemeinbildung immens gesteigert. Von Cube hat sichtbar gemacht, 
daß die heutige, zwischen Bewahrung und Bewährung stehende Schule in der zwei- 
ten Hälfte des 20, Jahrhunderts eine folgerichtige Bildungstheorie formulieren muß, 
die eine Überwindung alter Antinomien ermöglicht. Lobenswert ist, daß der Autor, 
indem er Probleme modernerer Konzeptionen der Allgemeinbildung erörtert, nicht 
bei der Analyse der allgemeinen Problematik stehen bleibt, sondern seine Stand- 
punkte, Einsichten und Schlußfolgerungen mit bestimmten aktuellen, konkreten, 
soziologisch-pädagogischen Situationen in Verbindung bringt. Aus diesem Grunde 
wird der Leser mit großem Nutzen und nicht minderem Interesse ebenfalls das 
Kapitel , Produktive Einseitigkeit und Rahmenplan" in von Cubes Buch lesen. Er 
wird auch würdigen, daB von Cube in konsequenter Weise vom Standpunkt der 
„produktiven Einseitigkeit" den Rahmenplan betrachtet und kritisch beurteilt, _ 
Damit befindet sich dieses Buch im Mittelpunkt des Streites um eine Schulreform 
in der Bundesrepublik und erteilt eine durchaus konkrete Antwort in bezug auf den 
Zweck und die Möglichkeit, auch heute Wege zu einer Bildung im Geiste Kerschen- 
steiners zu finden. Diese Antwort ist also konkret aber nicht positiv, Denn der 
Reformpädagogik, also auch der Pädagogik Kerschensteiners, ist es nicht gelungen, 
die Antinomien der Bildung in der Theorie und in der Praxis zu überwinden. 


IGNACY SZANIAWSKI, Warschau 
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M. J. LANGEVELD, Die Schule als Weg des Kindes, Versuch einer 
Anthropologie der Schule. Braunschweig: G. Westermann 1960, 164 p. 


Ce n'est ni par hasard ni par négligence que je me décide seulement aujourd'hui 
à rendre compte d'un ouvrage que je conserve depuis plusieurs mois sur mon bureau. 
Die Schule als Weg des Kindes est un livre profondément différent de ceux que, 
comme Langeveld l'a tant fait lui-méme, nous lisons à longueur d'année dans 
l'espoir, si souvent décu, de trouver, non pas quelques statistiques complémentaires 
ou quelque description d'une expérience microscopique, mais bien une idée maitresse 

qui, comme un phare nouveau, balaie tout à coup de sa lumière une portion d'un 
monde mal connu. 

Mais, pour continuer l'image à laquelle je me suis risqué, si un phare nouveau est 
bienvenu, une série de phares, dressés les uns à cóté des autres, peut nous éblouir et 
ralentir considérablement notre progression. 

La nouvelle ceuvre de M. J. Langeveld est moins un livre qu'un carnet de mé- 
ditation. Qui veut l'aborder en quelques heures fera mieux de ne pas l'ouvrir, car 
seule la méditation personnelle permet de suivre celle d'autrui. 

On comprendra donc que je n'essaie pas de présenter une synthése de l'ouvrage 
mais me borne à en évoquer quelques thémes. 

Ici, l'école n'est plus considérée sous l'angle de la didactique, mais dans sa fonction 
anthropologique, c-à-d. de l'intérieur de sa mission d'acheminement de l'enfant vers 
l'homme. L'école est un chemin sur lequel l'enfant doit s'engager, non pas selon un 
déterminisme naturel, mais par une obligation culturelle imposée, parce que la 
Société a décidé que, pour devenir adulte, il faut emprunter cette voie et pas une 
autre. Toutefois, l'école est une espéce de no man’s land: pas plus que l'enfant n'a 
créé l'école, l'école n'a créé la culture. Mais, pour pouvoir accomplir sa mission, il 
faut que l'école acquiére vis-à-vis de la société dont elle est l'agent, une autonomie 
qui mette l'enfant à l'abri d'exigences ou d'influences destructrices que cette méme 
société peut engendrer. 

Quant au maitre, il se trouve, lui aussi, dans une position de déchirement: par sa 
fonction, il vit sa vie d'adulte avec les enfants, alors que, comme adulte, il aspire 
normalement à vivre parmi les adultes. Langeveld indique ainsi le tragique ou 
encore la dualité existentielle de la profession: savoir mürir comme homme tout en 
maintenant la communication, la communion avec l'enfant. A lui seul, ce théme 
mériterait qu'on lui consacre un livre. 

Nous avons aussi noté: “Le maitre prématurément fixé dans la résine artificielle 
d'une méthodologie invariable a cessé trop tót d'évoluer, non seulement comme 
maitre mais aussi comme homme. Ce maítre reste réellement jeune, aussi jeune 
que la momie d'un prince gracieux qui promettait beaucoup, mais qui est malheu- 
reusement mort trop jeune." Ou encore, à propos de la routine scolaire: “ 
combien pauvre et étroitle monde devient alors pour le maitre en tant qu'homme 
et donc pour l'enfant qui, en tant qu'écolier, entrera dans ce monde étriqué apporté 
par le maître.” 

Dans le corps du livre, l'auteur décrit les grands moments du chemin qui conduit 
l'enfant vers la vie d'adulte. Il nous parle de la psychologie du “devenir grand”, de 
la situation ambivalente de l'enfant qui appartient à la fois à lui-méme et à l'adulte, 
du processus de la communication “‘adulte-enfant”. 

L'école apporte à l'enfant la notion du travail et, par là du devoir. M. J. Langeveld 
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lyse les responsabilités du maitre, et traite des moyens didactiques qu'il voudrait 
er d'aprés leur pouvoir d'initiation au travail personnel. 
Parmi bien des remarques et des critiques fécondes, je voudrais citer un passage, 
cause de son rapport direct avec le probléme de la créativité, tant débattu 
jourd’hui: “Car il existe un enseignement qui supprime toute problématique, 
e que tout y est ‘clair’, ‘indiscutable’, et aprés lequel les enfants ne peuvent 
oncer que des 'sottises' ou des 'vérités'. Cette Einstellung empéche toute pro- 
ctivité intérieure autonome, toute participation active, toute recherche person- 
le. L'intérét de l'enfant se réduit à suivre de bon gré ce qui lui est proposé, et 
mission du maítre se limite à communiquer /a vérité. Faire preuve d'initiative 
nifie ici prévoir la suite d'un plan préétabli. Le travail devient exécution, la 
compréhension, simple compréhension de ce que le maitre a voulu dire. L'intérét ne 
gnifie plus que s'intéresser à ce que le maítre offre. De méme, l'attention n'est plus 
le soumission attentive. De cette facon, toute culture se transmet autoritaire- 
E 
La nature méme de l'école et de l'évolution qu'elle provoque appellent aussi un 
amen phénoménologique. ‘Tous ceux qui ont considéré la maturation scolaire 
mme un développement naturel confondent le naturel et le culturel. Il n'existe pas 
écolier ‘naturel’ et il n'existe pas de processus normal de maturation scolaire. Un 
enfant n'est mar pour l'école que selon le type d'école considéré." Le tout est que les 


et sans lequel il n'y aurait pas d'école — de la “seconde nature" qu'elles créent mais 
hent en méme temps ménager des ouvertures qui permettent à l'enfant d'étre 
‘aussi lui-méme, d'étre en présence de son propre moi, sur un terrain jusqu'ici in- 
erminé. Car que cessoit sur le plan de la personnalité ou de la connaissance, 
lécole risque d'oublier qu'elle ne peut ni ne doit tout enseigner. Il faut qu'elle 
lit le courage d'étre incompléte. De méme, l'école dépasserait sa compétence si elle 
ulait aussi organiser, meubler entièrement le temps libre de l'enfant; elle sortirait 
si de la sphère ''enseigner-apprendre" pour prendre en mains le devenir personnel, 
contróle de la spontanéité du moi. 

- On lira aussi avec grand intérêt le chapitre intitulé Die natürliche Unnatur qui 
apporte une lumiére originale sur l'éducation sentimentale et intellectuelle, et la 
liscussion sur la didactique qui y fait suite. L'auteur conclut sur un nouveau 
théme de meditation: “Une psychologie éducationnelle qui ne s'appuie pas sur 
ine investigation phénoménologique préalable du probléme proprement pédagogi- 
e qui se pose, n'a qu’accidentellement de la valeur.” 

Enfin, M. J. Langeveld apporte la preuve qu’on est encore loin d’avoir tout dit 
Sur un théme en apparence aussi usé que le non scholae sed vitae discimus. 


— Comme je le disais en commengant, je n’ai nullement la prétention d’avoir rendu 
npte de l'œuvre qui nous occupe. Mon seul souhait est d'avoir provoqué le désir 
l'aborder. 
Die Schule als Weg des Kindes m'a surtout convaincu que, dans les années à venir, 
"Pédagogie peut espérer moins de l'accumulation continue des recherches parcel- 
dont nous sommes inondés, que de quelques ouvrages de méditation où les 
urs sauront oublier le laboratoire pour retourner aux sources des phénoménes. 
ément, les conclusions auxquelles on aboutira par cette voie philosophique 
ont, à leur tour, étre confirmées par la recherche scientifique. Mais celle-ci 
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trouvera à cette occasion une charpente qui aujourd'hui lui fait cruellement défaut 
et sans laquelle la psycho-pédagogie risque d'être un puzzle sans solution, un amon- | 
cellement de matériaux qui n'aboutissent jamais à une édification. 


G. DE LANDSHEERE, Lidge 


. KiRCHHOFF, H. und Prerrowicz, B. (Ed.), Kontaktgestórte Kinder in 
Schule und Heim. "Psychologische Praxis" Heft 29. Basel/New York: 
Karger 1960. pp. 184, Swiss Fr. 28.—. 


This monograph consists of papers given during a recent symposium arranged by, 
the school-psychological section of the Society of German Psychologists. Anyone 
who has tried to bring to life and weld into a coherent whole, spoken papers and the 
discussions which follow them, knows how difficult a task this is. These difficulties 
have not been entirely overcome in the publication under review. There is consider- 
able variation in the level of the various contributions; similarly, the length of the 
papers is in many cases inappropriate to their content: some are so short — a bare 
three pages — that no clear picture emerges of the concepts which are being con- 
sidered or of the field work which is being described. Despite its shortcomings, how- 
ever, this report contains some stimulating ideas and practical suggestions. 

There are four sections: the first deals with the origin and causes of difficulties in 
forming emotional relationship; the second describes the diagnosis of children 4 
affected by this condition; thirdly, the type of remedial services available, particu- 
larly in Hamburg, Basle and Copenhagen are outlined; and lastly the concept of 
regression in relation to interpersonal difficulties is discussed. Many topics of 
theoretical and practical interest are considered, such as readiness for school, 
problems of relationships found in only children, the usefulness of various projection 
techniques in ‘differential diagnosis and the psychological effects of too high adult 
expectations on the pupil’s classroom behaviour and scholastic performance. 

The two most interesting papers are those by Dr. Voigt and Dr. Schenk-Danzin- 
ger. The former consists of a detailed account of the work carried out by her in close _ 
consultation with the teacher of a small, special class for emotionally disturbed | 
children. The author describes three types of therapy (Verbal-, Spiel- and Ubungs- 
therapie); having distinguished four reaction patterns among children unable to 
form satisfactory personal telationships, she then attempts to relate the different | 
kinds of therapy (whether given individually, to pairs or to a small group) to the 
predominant reaction type. Modest and cautious in her claims, Dr. Voigt stresses | 
the need for further research to test her hypotheses. 

Dr. Schenk-Danzinger presents an analysis of 64 children who, though able to | 
speak, refused to do so in school, She suggests that this group of mute children | 
present a pattern of development, strongly suggestive of infantile behaviour which 
has become arrested at the negativistic, aggressive phase of preschool growth. The | 
most outstanding feature of the family histories is the very high incidence of un- 
wanted children. Schenk-Danzinger puts forward interesting hypotheses to account 
for this syndrome of "specific mutism" and concludes her paper with practical 
suggestions for parents and teachers who are faced with this problem. | 

In a final chapter, the editors outline the present and future role of the school 

psychologist at all levels of the educational system, laying stress on the co-operative | 
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and advisory nature of the work. A plea is made for a more tolerant attitude on the 
part of teachers towards the deviant child and for the provision of small special 
classes where educational therapy can be provided. These pleas will be echoed by 
psychologists inmany countries. 


M. L. KELLMER PniNGLE, Birmingham 


TANNER, J. M., Education and Physical Growth. Implications of the 
Study of Children's Growth for Educational Theory and Practice. London: 
University of London Press Ltd. 1961, pp. 144. 


TO 


Das Wachstum des Menschen ist von Forschern verschiedener Disziplinen mit 
unterschiedlichen Fragestellungen, Methoden und Ergebnissen studiert worden. 
Aus dem sehr verstreut publizierten Material ist allmählich ein klares, abgerundetes 
| und an vielen Stellen recht vollständiges Bild hervorgegangen, nicht zuletzt durch 
| die kritischen Analysen und sorgfaltig geplanten eigenen Untersuchungen von 
Tanner. Für den Erzieher ist interessant, wie Tanner die historischen Wurzeln der 
irrigen Vorstellung vom , ersten Gestaltwandel" aufdeckt, die in der schulárztlichen 
Literatur ein záhes Leben fristet, obwohl sie lángst schlüssig widerlegt worden ist. 
Besonders empfindliche Lücken weisen noch unsere Kenntnisse von Wachstum und 
Entwicklung des Gehirns auf. Eine kritische Übersicht über das Bekannte und eine 
Scharfe Kennzeichnung der Lücken, wie Tanner sie im 5. Kapitel gibt, ist daher 
besonders zu begrüBen. Die Bedeutung der biologischen Reifung für die psychische 
Entwicklung und ihre weitgehende Unabhángigkeit von der funktionellen Bean- 
Spruchung wird unterstrichen. Besonderen Wert legt der Verfasser darauf, den 
Erziehern die enormen Unterschiede in Wachstum und Entwicklung vor Augen zu 
führen, die zwischen Kindern gleichen Lebensalters bestehen kónnen. Er halt das 
Lebensalter für ein schlechtes Kriterium für die Einreihung in eine Schulklasse 
1 oder die Bestimmung des Zeitpunktes des Schulabganges. Eine stärkere Berück- 
| sichtigung des biologischen Alters erscheint ihm wünschenswert. Die Korrelation 

Zwischen kórperlichem und seelischem Wachstum wird vielleicht etwas überbe- 

Wertet, so wenn Tanner vermutet, daB ein vierzehnjáhriger Knabe der Gegenwart 

nicht nur in der Körpergröße, sondern auch in der Reife des Gehirns einem fiinf- 

zehnjährigen der vorausgegangenen Generation entspreche. Ausführlich werden die 

Sákularen Veränderungen des Wachstums besprochen. Wenn gesagt wird, daB die 

Kinder heutzutage gróBer sind als vor einigen Jahrzehnten, weil sie schneller reifen, 

und weil sie zu größeren Erwachsenen heranwachsen, so sind dabei offenbar zum 

Teil Ursache und Wirkung verwechselt. Das Buch kann als flüssig und klar ge- 

Schriebene Einführung in die Probleme des menschlichen Wachstums, die der Er- 

Zieher kennen sollte, sehr empfohlen werden. Seine Lektüre ist ein GenuB nicht 

zuletzt wegen des frischen Optimismus des Verfassers, der sich vom biologischen 

Studium des Wachstums wertvolle Hilfe für die Praxis verspricht. 


W. LENZ, Hamburg 
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Modern Languages in the Universities — A Guide to Courses of Study in * 
Five European Languages at Universities in the United Kingdom, London: 
The Modern Language Association 1961, pp. 300. 


Die Herausgeber legen ein vorzügliches Informationsbuch vor, das gerade den 
deutschen Leser in klarer Form in das komplizierte Gebiet der neusprachlichen 
Studien in England einzuführen vermag. Für den Neuphilologen im besonderen sind 
die Ratschläge und Gedanken interessant, die H. H. Stern auf den Seiten 7-16 unter 
dem Titel „Some Hints for Future Students of Modern Languages” vorträgt. 

Fünf Gedanken verdienen besonders hervorgehoben zu werden, zumal sie auch 
für die Problematik an deutschen Universitäten Bedeutung haben. Der Verfasser: ' 
stellt die Frage nach Begabungsrichtung und Begabungsschichtung im Gebiet 
neuphilologischer Studien. Er grenzt zweitens fünf Felder ab, die für den Studenten 
wichtig sind: die Praxis in der Fremdsprache, sprachgeschichtliche Orientierung, 
enge Verbindung von literarischen mit sprachlichen Studien, Sicherung der nótigen | 
Kenntnisse in Geschichte und Sozialgeschichte des fremden Landes, endlich Aufent- | 
halt im Lande selbst; er weist drittens nach, wie unlósbar literarische Zeugnisse mit 
sprachwissenschaftlichen Perspektiven verbunden sind; er zeigt viertens, daB ein 
fremdsprachliches Studium vom richtigen Verstehen der eigenen Sprache und 
Literatur weitgehend abhingig ist; endlich betont er mit dankenswertem Nachdruck 
wie unentbehrlich das Lateinische auch für den Neuphilologen bleiben muß. Diese 
Einführung erscheint damit als anregender Beitrag zu Gesprüchen über Studium 
und Lehrerbildung, die an vielen Orten im Gange sind, und die auch in Deutschland 
durch Gesichtspunkte Sterns durchaus gefórdert und geklürt werden kónnen. Sehr 
reich an Informationen ist auch der Hauptteil des Buches, der über den Studiengang 
an den einzelnen Seminaren für franzósische, deutsche, spanische, russische und 
italienische Sprache und Literatur innerhalb der einzelnen englischen Universita- 
ten berichtet. Mit besonderer Aufmerksamkeit wird man die Struktur der Neuphi- 
lologie in Neugriindungen wie dem University College of North Staffordshire in ihrem 
Unterschied zu traditionellen Schulen wie Oxford und Cambridge beobachten. 

Es sind wohl vier wichtige Stoff- und Problemgebiete, die das Buch beschreibt 
und in vieler Hinsicht auch weiter fórdert. Es stellt einmal einen sehr nützlichen | 
Beitrag zum Gesamtgebiet der Comparative Education dar. Es zeigt überdies, daB 
Sich entscheidende Bildungsprobleme immer am schärfsten und klarsten im Bereich 
der einzelnen Fächer selbst fassen und darstellen lassen. Das Buch ist darüber 
hinaus für den Anglisten eine wichtige Quelle, die ihn nicht nur über den gegenwär- | 
tigen Stand der fremdsprachlichen Arbeit an den englischen Universitáten unter- | 
richtet, sondern ihm auch wertvolles Material für kultursoziologische Gegenwarts- 
betrachtungen liefert. Endlich stellt das Werk einen willkommenen Kommentar | 
und eine wichtige Richtigstellung zu allzu reformerischen Tendenzen und Aussagen { 
dar, die sich gerade in Deutschland immer wieder auf das englische Hochschulwe- | 
sen berufen, ohne zu berücksichtigen, daB auch in England ein aufgeklärter Kon- 
servatismus am Werk ist. Alles in allem: ein Buch, das dem Philologen, dem Pada- | 


gogen, dem in der praktischen Arbeit stehenden Schulmann mit Nachdruck empfoh- | 
len werden muß. 


Ruporr Haas, Hamburg | 
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New Thinking in School Chemistry. Report on the OEEC seminar on 
the status and development of the teaching of school chemistry. Grey- 
stones (Ireland), March 1960. pp. 215. 


This is a compendium by twelve different authors. It is not surprising that it 
speaks with no single voice and preaches no single gospel. One suspects that the 
different writers are not discussing entirely the same subject, for the teaching 
conditions and the status of chemistry as a school discipline no doubt vary widely 
from place to place. 

Broadly the book represents two widely divergent views of the tasks of teaching 
chemistry. The one extreme view is represented in an uncompromising form by the 
essay of Dr. K. Grob (Switzerland). The old teaching was too experimental (I should 
have thought that this is impossible), and the 'theory' has become outmoded. 
Modern chemistry is mainly geometry, as another writer, Professor T. S. Wheeler 
(Ireland), quotes with approval. Again, it is considered that the old facts about salt, 
oxygen and chalk no longer fascinate children (p. 202). In this kind of respect the 
advantage has passed over from chemistry to atomic physics. The general thesis is 
that, in 1962, we just cannot afford to "experience" the simple facts of chemical 
science with our students. There is no time to do so. We cannot “discover” the 
modern concepts of electron theory, chemical bonding and inorganic geometry by 
experiments, nor can our students engage in the difficult mathematical analysis. So 

we must hand over the fashionable contemporary conceptual system "on a plate” 
to our students; by so doing we shall put ourselves into a position more favourable 
relative to our colleagues who teach physics. 

As one who still believes that the only real hope for chemistry teaching lies in a 
return to the heuristic principle of the late H. E. Armstrong, I turn with pleasure 
and relief to the views of those on the extreme opposite wing of opinion. Professor 
W. Cocker (Ireland) writes admirably, and I cannot improve his words: 

"Now there is no getting away from the point that a student of chemistry must 

have a good knowledge of the facts of chemistry. I believe that many of these can 

be accumulated without drudgery by the young pupil, through experiment. It is 

regrettable that in these days many first year university students of chemis- 

try can enlarge on theoretical principles, but they do not know that calcium 

carbonate is sparingly soluble in water nor that magnesium sulphate is à 
l solid.” (p. 56) 

A seminar which produces this honest sense was well worth while, An almost 
equally valuable essay is offered by Dr. K. Stein (Germany). 

The seminar proceedings have a little, but not much, to say about teaching 
chemistry to the 11 to 13 age group. This is a pity, I think, because these are the 
Years when the greatest damage can be done, and where the greatest good could be 
done. There is an emphasis on advanced work, and much of the positive contents 
Would be more useful to the university teacher than to the school teacher. Some 
themes, e.g. thermodynamics and the electromotive series, are neglected and others, 
€g. oxidation and reduction, are overplayed. Cannizzaro is not mentioned, although 
he is undoubtedly the greatest figure in theoretical chemistry since Lavoisier. 
Avogadro's hypothesis is called a law (p. 127) and this is characteristic of the various 
Writers’ lack of interest in either the history or the philosophy of chemistry. In 
many ways a disappointing compendium, but there is no teacher of chemistry who 
“ould not learn something from its pages. 


Joun Braptey, Hull 
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WaSHTON, NATHAN S., Science Teaching in the Secondary School. 
Washington: Harper and Brothers 1961. pp. XVIII + 328. | 


„Wie sollten die Naturwissenschaften in der Mittelschule gelehrt, nach welchen 
Grundsätzen Inhalt, Methode und Lehrmittel bestimmt werden ?"'. Diese Frage, die 
heute immer háufiger und ernsthafter gestellt wird, lóst eine zweite aus: Was für | 
Qualitäten muß der Lehrer besitzen, der den an ihn gestellten Anforderungen im | 
naturwissenschaftlichen Unterricht gerecht werden soll ? | 

Der Autor des vorliegendes Buches widmet seine Aufmerksamkeit in erster Linie | 
dem Problem des Lehrers der Naturwissenschaften. Er unterstreicht die Wichtig- | 
keit des naturwissenschaftlichen Unterrichts im Zeitalter der Atomenergie und des À 
Vordringens des Menschens in das Weltall und der Aneigung von Kenntnissen auf 
diesem Gebiet sowohl vom Standpunkt des einzelnen und der Gemeinschaft als auch 
im Hinblick auf die sich entwickelnden Verháltnisse in der Welt. 

Von diesen umfassenden Veránderungen ausgehend, weist er auf die Notwendig- 
keit des Lehrens und Lernens der Naturwissenschaften hin. Die Naturwissenschaf- 
ten müssen ein wesentlicher Bestandteil der allgemeinen Bildung sein und für 
jedermann als Erziehungsbasis gelten. Diese Forderung ündert auch die Rolle des 
Lehrers, der fähig sein muß, seinen Unterricht auf dieses neue Ziel auszurichten. | 

Bei der Gestaltung des naturwissenschaftlichen Unterrichts sollte der Lehrer eine | 
klare Konzeption über das , Wann", Wo", , Warum" und ,, Wie" haben. Wie und 
wie gut der Unterricht abláuft, hángt von ihm ab, von seinem allgemeinen Wissen, 
seinen Fachkenntnissen, seinem Enthusiasmus, seinem Verständnis für die Jugend, 
seinen Ansichten und Erfahrungen. 

Der Autor widmet besondere Aufmerksamkeit der Aufstellung der Lehrplane für 
den naturwissenschaftlichen Unterricht, der Auswahl und der Reihenfolge des zu 
behandelnden Materials. Die Lehrpläne sollten auf allgemein anerkannten und sorg- 
faltig ausgewáhlten naturwissenschaftlichen Grundprinzipien aufgebaut sein und 
den Bedürfnissen des einzelnen wie auch seinem Milieu entsprechen; sie sollten dem 
akademisch und dem nicht-akademisch orientierten Schüler angepaBt und funk- 
tionell sein und gleichzeitig die Entwicklung der Persónlichkeit, das staatsbürger- 
liche VerantwortungsbewuBtsein, die menschlichen Beziehungen und das Fach- 
wissen fórdern. Er empfiehlt dringend eine Anpassung der Lehrpläne an die Fähig- | 
keiten und Neigungen der Schüler sowie an die Bedürfnisse der Gemeinschaft. 
Aufgabe des Lehrers ist es, interessierte und befähigte Schüler im Studium der 
Naturwissenschaften zu lenken und zu beraten, und von ihm wird es weitgehend 
abhängen, ob bei diesen Schülern das Interesse sich weiter entwickelt und weiter 
gefórdert wird. | 

Ob der Lehrer im Unterricht den Weg vom Einfachen zum Komplexen oder vom 
Bekannten zum Unbekannten wählen soll, hängt nach Ansicht des Verfassers von 
der gegebenen Situation und dem entsprechenden Lehrinhalt ab. Eine Anpassung 
hieran ist unbedingt erforderlich, damit eine Einteilung in engere oder weitere 
, Unterrichtseinheiten" erfolgen kann. 

Zur Frage der Unterrichtsmethode vertritt Verf. die Ansicht, daß keine besser 
sei als die andere, daß der Lehrer sie vielmehr der Situation entsprechend zu wählen 
habe. Die Vorzüge einzelner Methoden in bestimmten Fällen werden in einer Detail- 
analyse umrissen; auch verschiedene Lehrmittel und die Einrichtung des Unter- 
richtsraumes werden besprochen. 
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Das Buch umspannt einen sehr weiten Rahmen und umfaßt beinahe enzyklopä- 
disch die ganze Problematik, mit der der Lehrer der Naturwissenschaften vertraut 
| sein sollte und stellt so ein sehr nützliches Handbuch für den Lehrer dar. Da alle 
| Probleme darin angeschnitten werden, konnten sie zwangsläufig im einzelnen nicht 
| ausführlich behandelt werden, jedoch geben erschöpfende bibliographische Angaben 
dem Lehrer die Möglichkeit, sich über ihn interessierende Fragen weiter und gründ- 
licher zu informieren. Daß in die einzelnen Fragen nicht tiefer eingedrungen wurde, 
hat zur Folge, daß einige wichtige Probleme unberührt geblieben sind, und zwar 
gerade solche, die ziemlich wichtig sind, wichtig besonders für den Lehrer, der im 
Verlaufe des Unterrichtsprozesses den Naturwissenschaften eine solche Inter- 
pretation geben muß, die ihrem heutigen Stand entspricht. So wird z.B. die Not- 
wendigkeit des gegenseitigen Durchdringens und der Verbundenheit der Natur- 
wissenschaften untereinander im Laufe des ganzen Unterrichtsprozesses gar nicht 
erwähnt. Die Bedeutung der einzelnen Gebiete in Verbindung mit dem heutigen 
Stand und dem Fortschritt der Naturwissenschaften kommen nicht zum Ausdruck. 
Der europäische Leser empfindet eine gewisse Nervosität in der forcierten Aus- 
wahl besonders befähigter Schüler, in der fast übertriebenen Anpassung der Lehr- 
| pläne und deren durch die neuesten Entdeckungen hervorgerufenen raschen Ände- 
rungen. Alle diese Punkte finden in dem Buch wiederholt Erwähnung. 

Die zahlreichen angeschnittenen Probleme der Naturwissenschaften sind eine 
gute Anregung für den Lehrer, sie von allen Seiten zu betrachten und die günstig- 
sten Lösungen zu suchen. Es wird auch eine Reihe praktischer Lösungen empfohlen, 
j die den amerikanischen Verhältnissen entsprechen; für uns müßte man wahrschein- 

lich andere suchen, die unseren Möglichkeiten und der Stellung, welche die Natur- 

wissenschaften bei uns einnehmen, besser zusagen würden. 

Der Unterricht, so betont der Verfasser, ist ein sich ständig ändernder Prozeß, 
dem sich der Lehrer anpassen muß, wenn er nicht hinter seiner Zeit zurückbleiben 
will. Er muß hier von sich aus selbständig lernen, und hierbei muß ihm vielseitige 
Hilfe geboten werden. 

Wenn auch nicht alle in dem Buch angeschnittenen Probleme so weit- und tief- 

| gehend behandelt werden, wie es wünschenswert wäre, so werden doch die zahl- 
reichen Feststellungen und Anregungen, die der Autor in ein geschlossenes und 
funktionell verbundenes Ganzes komponierte, dem Lehrer der Naturwissenschaften 


gute Dienste leisten. 


Josie LUKATELA, Zagreb 


SJÖSTEDT, C. E. & SJÜSTRAND, W.: Skola och undervisning i Sverige och 
andra länder. En jämförande översikt. (School and educational system in 
Sweden and other countries. An introductory survey. 3rd rev. ed.) Stockholm : 
Natur och Kultur 1962. 398 pp. 


This book was published for the first time in 1952. This 3rd revised edition has 
been brought up to date. Sweden is treated by Sivgard and Weldes (pp. 21-64), 
Denmark by Carlsen (f) and Florander (pp. 67-104), Finland by Kallio (pp. 107- 
127), Norway by Ruge (pp. 129-148), Belgium by Lendis (pp. 153-166), Holland by 
Holmstrand (pp. 167-188), Western Germany by Hanson (pp. 189-218), Switzer- 
land by Thorén and Hanson (pp. 221-249), Italy by Gunnard (pp. 253-273), the 
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Soviet Union by Juvén (pp. 277-303), France by Thorén and Bouvier (pp. 307- 
328), England by Ogren (pp. 329-360), U.S.A. by Thorén and Wenngren (pp. 363- 
390). The introduction is written by Prof. Sjóstrand (pp. 11-16). 

One has to know how hard it is to compose even one single entirely reliable article 
about any system of education, to understand with what difficulties the editors were 
confronted in the composition of a book about twelve different countries by fifteen 
different authors. Taking test samples from different chapters one is satisfied with 
the serious treatment of such different systems. Yet one wonders where the 
“komparativa pedagogiken” really comes in. As in nearly all books of this kind the 
sections are independent and very little “comparison” takes place. Except for a 
few instances (cf. Sjóstrand, p. 13) the contributions are predominantly descriptive. 
Of course there are connections — e.g. between certain parts of the Scandinavian 
school, systems-, or parallels —e.g. when one starts from the idea of the “Gymnasium” 
as conceived by von Humboldt and his contemporaries. And we find indications of 
these relations in the book. Yet on the whole the stress is laid on the formal organi- 
zation of different systems. The connection with the history of educational insti- 
tutions is strong and evident, that with social and economic problems of the country 
is weak. The question as to how a given system fulfils the tasks with which a country | 
is confronted, is hardly raised, although — of course — it comes to the foreground 
where, for example, the development of technical education in recent times is 
described. The Americans might nevertheless feel that, whereas the organization 
of their schools may be well represented, the real gist of what has been going on so 
widely (and so loudly!) in the last 10 years in the high school world of their country 
does not come out adequately. 

Another difficulty is in the documentation for different countries. When I take: 
my own country as an example, I find no reference to publications on the subject 
by Idenburg or to all the basic material produced by the Central Office of Statistics 
in a continuous flow of the most valuable descriptions and quantitative analysis. 
What we find instead of the first rate sources can hardly be called representative, 
and one wonders sometimes how one could get an idea from them of what is going 
on. It is understandable that the very latest developments are not included. The 
developments since about 1951, however, are not even indicated. When we compare 
this with the material relating to the Soviet system, it is evident that the author is 
well informed about the literature on his subject and there is no reason to complain 
of the absence of essential books, though — of course — such a bibliography cannot 
give more than a small selection. The French certainly might not agree with the idea 
of having only the Encyclopédie pratique de l'Education en France (1960) mentioned. | 
The article itself is short but informative as far as administration and organization go. 

We must repeat what we have said earlier, to compose such a book is very diffi- 
cult, As a first orientation this book will be useful for some countries, less useful for 
others. My suggestion would be to invite experts from the different countries to 
complete, revise or rewrite some of the articles for any future edition. For, once à 
country has produced a book like this, it is certainly worthwhile to build on its 
foundation and to extend or improve it. 


"we 


M. J. LANGEVELD, Utrecht 
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THORNDIKE, R. L. and Hacen, E., Measurement and Evaluation in 
Psychology and Education. New York/London: John Wiley and Sons 
1961, 2nd edition. pp. VIII + 602, $ 9.—. 


This book left the reviewer with a minor puzzle: there was little in it he disagreed 
with and much that he admired, but still he cannot feel very enthusiastic about it. 
Why is this so? Perhaps it is because this book tries to serve too many ends, those 
of the teacher, of the professional test user, of the test-developer, of the personnel 
selection officer, of the counsellor and may be still others. 

Because of this it covers an astonishing variety of subjects, there are frequent 
changes in the frame of reference or in the mode of discussion and the reader finds it 
difficult to identify himself with the authors on their journey through the field of 
measurement. 

About the contents: After the introduction first the construction of achievement 
tests is discussed. Here the authors give, among others, quite a number of practical 
warnings with regard to the many pitfalls to be avoided. Next there follows a chapter 
each on elementary statistics, on test-norms and on the psychometric test charac- 


dedicated to a presentation, on a very elementary level, of information regarding 
tests, ranging from intelligence tests to projective methods. 

. Finally one finds chapters on planning a test program, marking and reporting, 
test use in counselling and in personnel selection. Appendices deal with the compu- 
tation of square roots and correlation coefficients and also contain a thirty page 
inventory of group tests, each accompanied by a short summary of information. 

The presentation, mostly, but not always, is on a rather elementary level and 
one of the admirable features of the book is the very clear and accurate way the 
authors have of explaining even difficult concepts in simple language. Also the 
practical remarks in many places are a valuable quality of the book. The text on the 
whole is well written and the many examples are carefully chosen. As an elementary 
source book of information on tests and ways of using tests it therefore has its 
merits, whereas the more sophisticated reader occasionally also finds remarks that 
are worth thinking over. 


t 
teristics. 
Now the theme shifts to commercially available tests and several chapters are 


S. WIEGERSMA, Leiden 


SEIDMANN, PETER, Der Weg der Tiefenpsychologie in geistesgeschicht- 
licher Perspektive. Zürich/Stuttgart: Rascher 1959. pp. 240. 


This fascinating study presents a balanced picture of psycho-analysis and some of 
its continental derivatives against the background of European thought. To edu- 
cationists it offers an intelligent short introduction to Freud, Jung, and Adler. It 
presents an interesting comparison between Pestalozzi and Jung, eludicates the 
common elements in the work of Jaspers, Klages, and Heidegger in relation to 
Freud and also clarifies the points of difference between them. Finally, Szondi and 
Binswanger are skilfully placed into the recent history of philosophical and psycho- 
logical thought. A rewarding interpretation of a difficult theme, full of valuable 


insights. 
H. H. Stern, Hull 
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GENTILE, GIOVANNI (transl. by H. S. Harris), Genesis and Structure of | 
Society. Urbana, Ill.: University of Illinois Press 1960, pp. 228, $4.50. 

HARRIS, H. S., The Social Philosophy of Giovanni Gentile. Urbana, Ill.: 
University of Illinois Press 1960, pp. 388. $5.75. 


The Italian philosopher Giovanni Gentile, born in 1875 and killed by partisans 
in 1944, was a prominent exponent of Neo-Hegelian idealism, an admirer of Musso- 
lini his first minister of Education and an apologist of Fascism. Genesis and 
Structure of Society is Mr Harris’ translation of his last major work. In The Social 
Philosophy of Giovanni Gentile Mr Harris has given us a comprehensive and critical | 
account of his thought. These books are well produced, the translation reads well ' 
and Mr Harris' approach is scholarly, sympathetic and yet independent. There is 
a danger of inbreeding and insularity in the intellectual life of every civilization 
and the Anglo-Saxon world is not exempt from this. We should, therefore, welcome 
this introduction in English to an influential thinker. Gentile’s speculative boldness, 
his lively sense of the history of philosophy, his stress on the individual's roots in 
society and his insistence on the unity of thought and action could provide a useful 
corrective to the prevailing tendencies of our own philosophic climate of opinion. 
In the field of education, too, Gentile’s ideas fruitfully challenge our own empirical 
and haphazard approach. There is a case for overall planning in the light of moral 
and social ideals and for the systematic introduction of philosophy into the syllabus. 

However it is difficult not to feel misgivings both about Gentile and about Mr 
Harris’ presentation of his thought. Mr Harris is certainly candidly critical of 
Gentile’s ambiguities and failures of judgement which made him an apologist of 
Fascism. He feels compelled to accept as “in a sense justified” the criticism that 
Gentile “broke the front of culture, which ought to have been the front of liberty 
and human dignity ... with acts of deliberate corruption and perversion of intel- 
lectual and moral values, which gave a false appearance of liberty to servitude, of 
national dignity to party faction, of high educational value to the brutal use of the 
blackjack". His own strictures of Gentile's educational ideas are equally severe. 
“Gentile’s argument provides a perfect alibi for pedantic tyranny. Nowhere is the 
abstractness, the disastrous ambiguity of his theory of pain and compulsion more 
clearly revealed than here ... the tendency to justify brute force as moral power is 
the worst aspect of Gentile's Hegelian heritage." Yet Mr Harris argues that Gentile 
was not a cynical time-server but a sincere, though misguided idealist whose errors 
of judgement should not blind us to his speculative achievements. This will not do; 
if one accepts Gentile's own belief in the unity of thought and action one’s worst 
Suspicions of Neo-Hegelian thought seem to be confirmed. This brings us to à 
criticism of Mr Harris' own approach. Gentile's terminology and mode of argument 
are unfamiliar and uncongenial to our own climate of thought. If we are to be con- 
vinced of the importance of his speculations — and this, as I have suggested, might 
bea worthwhile task — a more radical translation from his jargon and a more drastic 
confrontation with our own philosophic presuppositions would have to be attempted. 


H. P. Ricxman, London 
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